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CHAPTER ONE 
INTRODUCTION 
1.0 Overview 
In this chapter section 1.l deals with the statement of' the problem. 
Definition of' some basic terms are discussed in section 1.2 followed by a 
discussion on the purpose of the study (1.3) and objective of the study (1.4). 
In this study three hypotheses have been considered which have been 
outlined in section 1.5. Research questions emanating from these hypotheses 
have been taken tip in section 1.6. The significance and limitations of the 
study have been discussed in section 1.7 and 1.8, respectively. A 	brief 
background of English teaching at Aden University has been discussed in 
section 1.9. 
1.1 Statement of the Problem 
The ability to read in a second language (L2) is one of the most 
important skills required of people in multilingual and international settings. 
It is also a skill that is one of the most difficult to develop to a high level of 
proficiency (Grabe 2002: 49). 
From my experience as a teacher of English, reading at different 
levels in the Department of English. Faculty of Education, Shabwah, Aden 
University, I have observed that an overwhelming majority of the learners 
have a problem in comprehending the English text. This indicates that these 
learners lack motivation and do not make effort to use reading 
comprehension strategies in order to construct meaning from a text. It is 
believed that lack of motivation is at the heart of many of the learner's 
problems that teachers encounter in teaching the reading skill. According to 
Gambrel], Palmer, Codling, and Mazzoni (1996) highly motivated readers 
are self-determining and generate their own reading opportunities, The 
motivated learners want to read and choose to read a wide range for personal 
reasons such as curiosity, involvement, social interchange, and emotional 
satisfaction. Therefore, learners with high motivation to read are expected to 
comprehend the reading materials easily. On the other hand, when students 
have low motivation to achieve in school, they are most likely to have very 
low reading comprehension. 
Whether the focus of an approach is directed at parents, teachers, 
students, or some other factors such as the curriculum or choice of text, the 
factor of motivation remains vital. Infact, the motivation of students has 
always been a critical area of attention for reading comprehension. It seems 
that teachers are constantly striving to find ways to motivate children to read 
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(McNinch, 1997). It is not expected that students will comprehend printed 
materials if they have not read those materials. This means that it is 
unreasonable to expect them to read without any motivation (Knoll 2000). 
According to Balfakeh (2009), problems in Reading Comprehension 
skills among students in Yemen manifested both receptive and productive 
skills. 
1.2 Definition of Some Basic Terms 
a) Comprehension 
Comprehension may be defined as: "reading whatever we are 
attending to in the world around us to the knowledge, intentions and 
expectations we already have in our heads. It is the identification and 
apprehension of meaning and making sense of print. Also, it is the reduction 
of a reader's uncertainty' (Smith, 1988). 
h) Reading Comprehension 
Reading comprehension may be defined as "fhe correct association of 
meanings with word symbols, the evaluations of meanings which are 
suggested in context, the selection of the correct meaning, the organization 
of ideas as they are read, the retention of these ideas and their use in some 
present or future activity. It includes the ability to reason ones' way through 
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smaller idea segments and to grasp the meaning of a large unitary idea." 
(Edwards, 1957) 
c) Reading 
"Interpretation of experience and of graphic symbols to include word 
recognition, comprehension and semantic and syntactic structures. It 
is the building of a representations of text and word recognition" 
(Dechant, 1991). 
"A multi-component skill that deals with the sequence of words, 
phrases and reason one's way through smaller idea segments and to 
grasp the meaning of a larger unitary idea" (Edwards, 1957). 
Sentences that make up a text. Readers try to interpret each word of a 
test as they encounter it, using a strategy of interpretation. Reading is 
also "silently processing a written text to gain new information to 
use, analyze or be entertained with" (Just and Carpenter, 1987). 
1.3 Purpose of the Study 
The purpose of this study is to investigate the relevance of the effect 
of motivation and reading strategies on the reading comprehensibility of 
EFL undergraduate students of Aden University. 
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As mentioned earlier, Arab EFL learners at Aden University have 
serious problems in comprehending the English texts due to their lack of 
motivation and not making effort to use reading comprehension strategies. 
These problems are reflected in their reading achievements. The study then, 
will explain the relationship between the learners motivation and their 
comprehensibility, on the one hand and the reading strategies used by them 
and their comprehensibility, on the other hand. Through this research, we 
hope to provide a clear perspective required in the improvement of reading 
comprehension. 
1.4 Objective of the Study 
The present study aims at achieving the following objectives: 
i. To figure out the relationship between reading strategies and 
motivation on the one hand and the comprehensibility of Aden 
University undergraduate EFL learners on the other hand. 
ii. To specify the factors that might assist or hold back the EFL 
learners' comprehensibility and the reading strategies that they can 
use and what can motivate them to read effectively and efficiently 
in English. 
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iii. 	To highlight the learners' awareness of motivation, reading 
strategies and their impact on readability and comprehensibility. 
iv. 	To check the awareness of Aden University EFL learners of the 
importance of reading as a receptive skill in learning English 
language at the college level. 
1.5 Formulation of the Hypotheses 
The following hypotheses have been proposed to be investigated: 
1. There is no effect of the learners' motivation on their reading 
comprehension. 
2. There is no effect of reading strategies on EFL students' 
comprehension. 
3. There is no significant difference between the performances of the 
students of the three colleges in the pre-test and post-test. 
1.6 Research Questions 
This study ainis to find answers to following four research questions. 
I. 	To what extent is the effect of motivation on reading 
comprehension'? 
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2. 	To what extent is the effect of reading strategies on EF1, students' 
comprehension? 
3. What are the relations between motivation and reading strategies 
measured variables and students' performance in the reading 
comprehension text? 
4. What are the differences between the performances of the students 
groups (the three colleges) in the pre-test and post-test? 
1.7 Significance of the Study 
There are a number of reasons that justify the significance of this 
study. 
i. The research figures out the relationship between reading strategies 
and motivation, on the one hand and their impact on the learners' 
reading comprehension, on the other hand. This could help students 
become aware of their motivation and of the type of reading strategies 
they use. 
ii. This study is significant because it is a serious attempt in getting a 
better understanding of the reading comprehension problems which 
IIFL Arab learners encounter. 
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iii. It provides important information to the EFL teachers of English at 
Aden University in particular, and the EFL teachers in general. 
iv. This study is necessary in finding solutions for EFL Arab learners' 
reading comprehension problems. The study will hopefully be a good 
source of knowledge for language syllabus designers. 
v. The results of the study may also help in providing a better 
understanding of the process of language learning or acquisition and 
the field of L2 Teaming. 
1.8 Limitations of the Study 
Some of the limitations of the present study are as follows: 
i. The subjects considered in this study were drawn only from three 
English departments of Aden University and this has limited the scope 
of the study. 
ii. the pretest and post-test reading comprehension were given to a fairly 
small number of subjects (90) drawn from the above mentioned 
colleges. Hence, due to the limitation of subjects, the results were 
suitable only for the people who participated in the study and may not 
be generalised. 
8 
iii. The sampling method of this study was a convenience sample which 
was not ideal sample. 
iv. The rooms were the pre/post tests were administered were croweded, 
the subjects might not have been honest in answering the questions, 
this might have affected the outcomes. 
v. The subjects taken in this study represent were of heterogenous 
background. Some of them were from rural areas with little exposure 
of English and some from urban areas with some exposure of English. 
This may also have impacted the results. 
vi. Another limitation could be that the results obtained may have been 
affected by other intervening variables, which are not considered in 
the present study. These variables include participants' attitudes 
towards the performed tasks, personal experience in reading, personal 
learning styles, understanding of the task demands and other 
individual differences. 
1.9 English Education at Aden University (A.U) 
Aden University is one of the largest universities in the Arabian 
Peninsula. It is located in Aden city. Aden city was the capital of the South 
Arabian Federation in British colonial rule. It then became the capital of 
t 
south Yemen after independence. Now it is the second largest city in Yemen 
after the unity forged between the south and the north Yemen. 
It offers the B.A., BSc., MSc., , M.Ed. and higher diploma in various 
disciplines including Sciences and Humanities. It was founded in 1970 that 
was when its nucleus college was established. Now it has 17 faculties 
scattered in the nearby provinces of Aden. As far as English education is 
concerned, four — years undergraduate programs are offered at various 
Faculties of Education at Aden University. 
In addition to these English undergraduate programs, the b'I.A and 
higher diplomas in ELT, Linguistics and Translation are also offered at the 
Faculty of Sciences, Arts and Education. The English four-year 
undergraduate programs are basically concerned with training and preparing 
some high school students to participate in the process of teaching English in 
the preparatory and secondary schools, in various provinces nearby Aden 
city. Usually these students are required to take entrance exam which 
basically test their grammar and their reading comprehension capacities, 
before they being officially admitted at an English department at A.U. 
Therefore, hundreds of students are enrolled in the English undergraduate 
program at various Educational Faculties administrated by A,U, 
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Not all the students who are enrolled annually in this program have the same 
level of motivation and interst. Infact, students come with various 
motivations and varying interests. Some take up this program to be English 
teachers while the others opt the English undergraduate program because 
English as a global language is used in the teaching of science and 
technology, politics, education, industry, medicine and mass media and 
therefore the knowledge of English becomes indispensible. They believe that 
it will be very difficult to get a job if they do not have a good command of 
English. 
English is also the medium of teaching in the Faculties of Medicine, 
Science and Architecture at Aden University. In the four-year English 
program at AU Language Course, Linguistics Course, Literature courses 
and Faculty and University Requirement Courses are offered. For example, 
during the four years of study around 37 papers are taught. These papers 
include courses such as Listening, Reading, Speaking, Writing, English 
Grammar, Poetry, Short Story, Novel, non-fictional Prose, Drama, Phonetics 
and Phonology, 'I'ranslxtion, ELF Methodology, research project, Material 
Production, General Linguistics, Language Testing, Teaching School Texts, 
and English Curriculum Design. The ultimate goal of these courses is to help 
11 
the students to communicate efficiently in the target language. 1-lowever, 
teaching and learning of English at A.0 is associated with many difficulties 
and problems. Examples of such problems are that they lack of native 
speakers of English teachers and some of local English teachers lack 
communicative competence, linguistic competence and professional skills. 
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CHAPTER TWO 
REVIEW OF LITERATURE 
2.0 Overview 
This chapter describes a review of selected literature and issues 
relevant to the role of motivation and the use of reading strategies in reading 
comprehension among EFL students. As the research in the present study 
focuses on reading comprehension, the literature review provides 
information about the Process of Reading (2.1) and types of Reading (2.2). 
The Purpose of Reading is discussed in section 2.3 and various theories of 
Reading are discussed in section 2.4, followed by a section on Motivation in 
general (2.5) and what constitutes Reading Motivation (2.6). A section is 
dedicated to discuss various strategies of Language learning (2.7), followed 
by a section that discusses various strategies of reading (2.8). This chapter 
also throws light on various aspects of Reading Comprehension (2.9). 
Section 2.10 informs us about EFL/ESL Education in Yemen while 2.11 
elaborates on the nature of Reading in second language. 
2.1 Process of Reading 
According to Morris (1965) reading is the ability to get message 
through the medium of written words. Smith (1978) defined reading as 
making sense of written language (Cited in Jilani, 2008: 15). 
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Reading is also a psycholinguistic process by which the reader (a 
language user) reconstructs, as best as he can, a message which has been 
encoded by a writer as a graphic display (Goodman, 1973: 22). 
In the words of Pumfrey (1985) reading is an active means of 
information processing. It is both a contributor to and a determinant of 
cognitive abilities (p. 1). 
Widdowson (cited in Alderson and Urquhart, 1984) asserted that 
reading is "the process of getting linguistic information via print" is an 
attractive one, and a useful corrective to more restricted approaches (p. xxv). 
That means reading could help the reader know more and get information 
and knowledge in their life (Kung, 2007: 7). 
Dash, N.M. and Dash J.B. (2007: 42) define reading as `a complex 
activity that involves both perception and thought.' 
According to Kern (1989) reading in any language is "cognitive 
demanding, involving the coordination of attention, memory, perceptual 
processes, and compression processes" (p. 135) 
Reading is a process of constructing meaning from the ideas 
suggested by text according to the readers' prior knowledge, purpose, 
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available strategies, and understanding of the task and setting (Wixson and 
Peters, 1987 cited in Paris and Oka E.R. 1989: 33). 
Gowie (1987) addresses the view of reading as a dialectic process. 
According to him, two components are involved in reading, these are: "top-
don" component and a "bottom-up" component. Through the "top-down" 
component the reader contributes to meaning, and through the "bottom-up" 
component the reader takes in the meaning that is the sentence per se. As a 
dialectic process, reading changes the reader, just as the reader changes the 
text to make it his or her own. The continuous interaction between the reader 
and the text as he tries to enter into the writer's world described in the text, 
he will assimilate new meaning. The synthesis resulting from this interaction 
moves the reader to a new level of knowledge, belief, or awareness (p. 71). 
Urquhart and Weir (cited in Grabe, 2009:14) define reading as "the 
process of receiving and interpreting information encoded in language form 
via the medium of print." 
Ashby and Bayner (2006: 52) provide a new dimension to define 
reading; they say that "an important dimension of reading education includes 
understanding what skilled readers do when they read. (cited in Grabe 2009: 
13). 
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A similar kind of observation discerned from the writings of Grabe 
(2009). He pointed out that `the different purposes for reading and the 
varying process that are called into play indicate that no single statement is 
going to capture the complexity of reading. 
He argues that a more comprehensive definition will need to address 
the characteristics of reading by fluent readers and answer questions such as: 
What do fluent readers do when they read? What processes are used by 
fluent readers? How do these processes work together to build a general 
notion of reading? 
According to him reading is a complex combination of processes. 
These processes are: 
1. A rapid process 
2. An efficient process 
3. A comprehending process 
4. An interactive process 
5. A strategic process 
6. A flexible process 
7. A purposeful process 
8. An evaluative process 
16 
9. A learning process 
10. A linguistic process 
(Grabe 2009: 14) 
A brief discussion of each of these processes is as follows: 
2.1.1 Reading is a rapid process 
Definitely fluent reading is rapid in the sense that readers read most 
materials at about 250-300 WPM. All kind of materials that is related to 
learning or professional work will he read at this rate unless we are new to 
the information and actively trying to learn it (cf. Carver, 1990; Pressley, 
2006; Rayner & Pollatsek, 1989). 
2.1.2 Reading is an efficient process 
Reading is efficient process not only in terms of the overall reading 
rate but also in terms of the way that various processing skills work together 
smoothly. When we read, we coordinate rapid and automatic word 
recognition, syntactic parsing, meaning formation, text comprehension 
building, inferencing critical evaluation, and linkages to prior knowledge 
resources. We do this seemingly without effort and with all processes 
synchronizing in time (Brezintz, 2006). 
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2.1.3 Reading is a comprehending process 
As fluent readers, we assume that comprehension is a central goal as 
all cognitive processing involved in reading is related to this fundamental 
goal. We read to understand what the writer intended to convey in writing. 
2.1.4 Reading is an interactive process 
Reading combines many cognitive processes working together at the 
same time. This pattern of parallel interaction is essential to fluent reading 
(Rreznitz, 2006). Reading is also an interaction between the reader and the 
writer, the meaning of the text results from this interaction and is achieved 
by infusing one's own needs, values and expectations with the text. 
2.1.5 Reading is a strategic process 
In that the skills and processes used in reading require effort on the 
part of the reader to predict text information, select key information, 
organize and mentally summarize information, monitor comprehension, 
repair comprehension breakdowns, and match comprehension output to 
reader goals. 
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2.1.6 Reading is a flexible process 
The multiple efforts mentioned above require reading to be a flexible 
process. Readers' purposes are shifted, as comprehension is impeded, or as 
interest varies, the reader modifies reading processes and goals. 
The reader employs a range of strategies to read efficiently. These 
strategies include adjusting the reading speed, skimming ahead, considering 
titles, headings, pictures and text structure information, anticipating 
information to come, and soon. 
2.1.7 Reading is a purposeful process 
Successful reading includes the ability to adjust processing in such a 
way that learning goals, as a function of reading purpose, are met 
(Linderholm and Van den Brock, 2002: 778). 
We read for different purposes. Different purposes for reading tend to 
impose differing levels of demand on the reader in order to establish an 
understanding that makes sense and is suitable to the level of detail required 
by a specific purpose for reading. We read differently depending on the 
context, and depending on our goals and motivations. 
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2.1.8 Reading is an evaluative process 
Evaluation occurs at two levels: at one level, evaluation is tied to 
being strategic and purposeful in that readers evaluate how well they are 
reading or monitor their reading. At the second level evaluation takes place 
when the reader decides how he/she should respond to a text. 
Does he like what the writer says? Does he concur with the writer? 
How does the text compare with other text on the topic? Does he like the 
attitude and perspective of the writer? Does he want to learn? 
Does he want to continue reading? 
Thus reading as a continuously evaluative process requires the 
reader's attitudes, emotional responses to the text; it also requires a strong 
set of inferencing processes and the use of prior knowledge. 
2.1.9 Reading is a learning process 
Ongoing evaluations make reading a learning process. This process is 
obvious in situation where learning is predictable. Almost in all text that the 
reader reads, the evaluation process makes reading a learning process as he 
makes decisions about how to respond to the text. 
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2.1.10 Reading is a linguistic process 
The final process suggested by Grabc (2009) maintained that reading 
is not possible without making graphemic-phonemic connections, without 
recognizing the words to be read and structural phrases organizing the 
words, and without having a reasonable store of linguistic knowledge 
(morphological, syntactic, and semantic) of the language of the text. If the 
reader is asked to read a text written in Arabic for instance, and he does not 
know the script or any words in Arabic, no amount of background 
knowledge about the topic will help him in reading that text. Thus, the 
processing of linguistic information is control to reading comprehension 
(Perfetti. Landi and Oakhill, 2005, Cited in Grabe, 2009: 14-16). 
A broader view of nature of reading is that it involves the recognition 
of the important elements of meaning in their fundamental relation, 
including accuracy and thoroughness in comprehension. 
This definition, while implying a through mastery of word recognition 
attaches major importance to thought-getting. 
The holders of 	this view 	believe that 	reading involves 	both 
recognition of the meaning of words and phrases and the fusing or 
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organization of the various elements of meaning into a chain of ideas or an 
integrated system or thought (Fries, 1962, 1963). 
The reading processes in second language require understanding the 
basic cognitive, nictacognitive and linguistic processes used in first language 
reading. However, there are a number of features in second language reading 
that are unique. Features such as the influence of first language literacy, 
limited second language linguistic knowledge, and cross-linguistic effects 
(Wade-Woolley, 1999; Koda, 1994) are considered to he unique to second 
language reading. 
Stott (2001) hypothesizes that identification of formal structure, genre 
and topic. all are involved in the reading process and activate schemata and 
allow readers to understand the text. 
According to Parrett (1988) the level of reader comprehension of the 
text is determined by how well the reader variables (interest level in the text, 
purpose for reading the text, knowledge of the topic, foreign language 
abilities, awareness of the reading process, and level of willingness to take 
risks) interact with the text variables (text type, structure, syntax, and 
vocabulary) (Cited in Elashhab, 2008: 22). 
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2.2 Types of Reading 
When the reader wants to locate some specific information, he 
engages in search processes that usually include scanning and skimming 
(Guthrie, 1988; Guthrie and Kirsch, 1987, as cited in Grabe, 2009: 
Greenwood (1981) classifies types of reading into three important 
categories: 
(a) Skimming 
In this type the reader runs rapidly his eyes over the text to discover 
what it is about, the main idea(s), and the gist. For example when the reader 
looks quickly at the content pages of a book or at the chapter headings, 
subheadings etc., he rapidly glances through these for getting a general idea 
about the text. 
Skimming is also used for many other reasons, for example when the 
reader need to work through many texts and want to make decisions about 
which texts to focus more attention on. The reader also skim when he is 
under intense time pressure and need to reach some decision about the 
usefulness of information in a text. 
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(b) Scanning 
In the case of reading to find information the reader search for a 
specific word, item or number that the reader believes is available in the text. 
For example if the reader has read a chapter in a book and want to 
check when William Sturgeon invented his version of the electromagnet, he 
might first try to recall the context in which that discussion had occurred, 
then skim through the chapter to find the main pages, and then scan those 
pages for suitable information. 
Both skimming and scanning are processes carried out at very high 
speed. 
According to Grabe (2009) the combination of scanning (identifying a 
specific graphic form) and skimming (building a simple quick understanding 
of the text) allows a reader to search for information. 
(c) Intensive reading 
This type of reading involves close study of the text in which the 
amount of comprehension should be high, and the speed of reading is 
correspondingly slower. 
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In intensive (or creative) reading, readers usually read a page to 
explore the meaning and to be acquainted with writing mechanisms. 
Hafiz and Tudor (1989) differentiate between extensive and intensive 
reading: 
In intensive reading activities learners are in the main exposed to 
relatively short texts which are used either to exemplify specific aspects of 
the lexical, syntactic or discoursal system of the L2, or to provide the basis 
for targeted reading strategy practice; the goal of extensive reading, on the 
other hand, is to "flood" learners with large quantities of Lz input with few 
or possibly no specific tasks to perform on this material (p.5) cited in 
AlyousefH.S.2005. 
2.3 Purpose of Reading 
Reading is a meaningful, purposeful and rational activity dependent 
on the readers' expectations and prior knowledge. 
Smith (1978) identifies four distinctive characteristics of reading: 
purposeful, selective, anticipatory and is based on comprehension. 
The understanding which readers bring to reading can only be obvious 
through their own intensions. It is selective because the reader normally 
selects what is pertaining to his purpose. It is anticipatory because the reader 
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predicts what he is going to read and rarely be surprised by what he reads. 
The reader expectation is defined by his purpose. It is based on 
comprehension because, in spite of an ever-present possibility of an 
ambiguity, the act rarely leaves the reader confused (Jilani, 2008: 15-16). 
According to Grabe (2002) purposes of reading include the following: 
1. Reading to find information (scanning and skimming). In reading 
to find information the crucial skill is to scan for a specific word, 
phrase or number, then to be slow to skim and see if the search in 
the right neighborhood. 
2. Reading to learn, in contrast, requires reading for the main ideas; it 
also requires awareness of many of the details of the text and a 
strong organizing frame in which to relate the various meanings of 
the text. 
3. Reading to critique and evaluate requires, in addition, reflections 
and elaborate connection to prior knowledge and an integration 
with prior knowledge, including the reader's attitudes, emotions, 
motivations for reading, and level of topic-specific background 
knowledge. 
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4. 	Reading for basic comprehension is the most common and most 
basic reading purpose is reading for general understanding or for 
basic comprehension. 
This purpose is the primary goal for most L, reading instruction; it 
satisfies most reading expectations for understanding main ideas and a 
subset of supporting ideas and information (p. 50). 
According to Greller (1981) there are two main reasons or purpose for 
reading: reading for pleasure, and reading for information (in order to find 
out something or in order to do something with the information the reader 
gets) (p. 4). 
2.4 Theories of Reading 
Park (2005) classifies the philosophical theories of reading into: 
Schema, reader-response, and socio-cultural. 
A brief discussion of each of these theories is as follows: 
2.4.1 Schema theory, 
The origin of schema theory has been attributed to the British 
Psycholo`ist, Frederick Bartlett. However, term schema can be traced to 
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Kant (1797) who first developed the idea of general schemata as experiences 
of people collected together in the form of common elements in memory. 
Adopting Kantian's view of schemata, Henry Head (1920), a 
neurologist, stated that anything entering consciousness is ` charged with its 
relation to something that has gone before." 
Even Woodworth's (1938) observation that the process of 
remembering involves the "revival of one's experience" runs on similar lines 
(Thorndgke and Yekovich, 1980, cited in Imtiaz, 2000: 17). 
Schemata are theorized to be abstract knowledge, structure or data 
structures for representing generic concepts stored in memory that have been 
abstracted by induction from experience. It is abstract in the sense that `it 
summarizes what is known about a variety of cases that differ in many 
particular' and `it represents the relationship among its component parts' 
(Anderson and Person, 1988. cited in Imtiaz, 2000. p. 19). 
Schemata or prior knowledge, are chunks of knowledge that exist in 
our minds and represent all that a person knows about a given concept. They 
are the central guidance system in comprehension representing universal 
concepts and generalizations (McKenna and Robison, 2002; Rumelhatt, 
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1980: Ryder and Gravas, 1994; Vacca, 2002, Readence et al., 1989 in Park, 
2005: 24). 
Schema theory is of two broad types namely content schema and 
formal schema. 
Carrell (1987: 461) defines a content schema as "the reader's 
knowledge of the world" or "knowledge relative to the content domain of 
the text." On the other hand, formal schema is defined by Carrell, (1987: 
461) as "knowledge relative to the formal, rhetorical organizational 
structures of different types of texts" (Imtiai, 2000: 21). 
2.4.2 Reader-response 9'heory 
Reader-response theory suggests that thought and feelings are portions 
of literacy. Reader interacts with emotion and intelligence. Readers respond 
differently to different texts. 
A dynamic intellectual response is required from the reader when 
reading a text. Reader-response theory proposes that the meaning is 
constructed through the interactions between the reader and the text. Thus, 
the meaning does not reside in text, as is typical with authoritarian view of 
text, but reader is a primary portion in it (Park, 2005). 
in this connection, Valencia et al., (1989: 58) states: 
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readers build meaning by bringing together knowledge they already 
possess and information gained from the text ... blend [ing] 
thoroughly the purposes they bring to task. The process is fluid; it 
varies from one reading situation to another [in terms of] motivation, 
interest, culture, task, setting, and text.(cited by Park, 2005: 25-26). 
Barnett, (1989); Carrel and Eisterhold, (1983) claim that the reader (re) 
constructs the text information based in part on the knowledge drawn from 
the text and in part from the prior knowledge available to the reader (Grabe, 
1991: 390). 
Louise M. Rosenblatt asserts the reader's creative activity in making a 
text come to life (cited in Quinn, 2005). 
According to Landwehr (1994), language comprehension of a text 
does not carry meaning in itself, rather it furnishes readers with instructions 
that enable them to discover the implicit meaning by drawing upon 
previously acquired knowledge. Reader attempts to fit the various bits of 
information into his schema and reconstructs a consistent interpretation of 
the text. This more active role in interpreting fiction involves focusing on the 
dynamic process of interacting with text rather than merely on the end 
product i.e., a "correct" interpretation (1994: 7). 
30 
Anderson and Durkin, conclude that "successful reading emerges as a 
highly complex, interactive process in which what the reader brings to the 
page is as important as what is written. That is why comprehension always is 
a highly personal experience" (cited in Gowie, 1978: 70), 
Beebe, Bulcock, Fagan and Malicky (1986) point out that the 
information in a text in a reading situation is highly organized and carries 
interrelated set of statement consisting of concepts and their relationship. 
This semantic structure, or the interrelationship of the concepts of the text, 
represents the writers' underlying conceptual framework for the topic 
concerned. 
The readers must integrate this semantic structure into their existing 
knowledge base in order to understand the intent of the passage. 
2.4.3 Socio-cultural Theory 
According to this theory comprehension is socially constructed 
through, reading, writing and speaking. 
Reading is a social activity that occurs between students as the 
jointing construct content and learning procedures (Rex, 2001: 288-314). 
Reading takes place because the readers' "discuss their personal 
relationships to reading in the discipline, the cognitive strategies they use to 
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solve comprehension problems, the structure and language of particular 
types of text and the kinds of knowledge required to make sense of reading 
material' (Schoenbach, Braunger, (ireenfield, and Litman, 2003, p. 136, 
cited in Park, 2005: 26). 
Grabe (2009) claims that readers are influenced by the wider social 
and cultural expectations of political, religious, ethnic, economic, and social 
institutions. Definitely, popular learning to read, as well as neighborhood 
influence, both formal and informal, cannot be overlooked (p. 152). 
Grabe (2002) also points out that reading development is influenced 
by social contexts. These social contexts include those of the home, the 
school and other institutions, peers and student-teacher interactions (p. 54). 
2.5 Motivation 
Motivation is very hard to define because it represents one of the most 
complex variables used to explain individual differences in language 
learning. 
Bandura (1991) defines motivation as "a general construct linked to a 
system of regulatory mechanisms that are commonly ascribed both directive 
and activating functions. At the generic level it encompasses the diverse 
classes of events that move one to action. Level of motivation is typically 
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indexed in terms of choice of courses of action and intensity and persistence 
of effort. Attempts to explain the motivational sources of behavior therefore 
primarily aim at clarifying the determinants and intervening mechanisms 
that govern the selection, activation, and sustained direction of behavior 
toward goals." (cited in Dornyei and Otto 1998: 64). 
In an attempt to characterize a non theoretical view of motivation, Shohar 
(1989) puts forward four hypotheses: 
1. 'the intrinsic I lypothesis: motivation desires from an interest in the 
learning tasks which are required from the learner to perform. 
2. The Regulative Hypothesis: learners who perform well will persevere, 
while those who do not perform well will be discouraged and work less 
hard. 
3. The Internal cause Hypothesis: A certain quality of motivation is 
brought by the learner. 
4. The Carrot and Stick Hypothesis: the strength of the 
learners' motivation is affected by external influences and incentives, 
Finocchiaro (1981) puts it: 
Motivation is the feeling nurtured by the classroom learner in the 
learning 	situation. The moment of truth- 	the 	enhancement of 
33 
motivation — occurs when the teacher closes the classroom door, 
greets his students with a warm welcoming smile, and proceeds to 
interact with various individuals by moving comments or asking 
questions which indicate personal concern (cited in Ellis 1994, p. 
517). 
Heckhause (1991) views motivation as "a global concept for a variety 
of processes and efforts whose common core is the realization that an 
organism selects a particular behavior because of expected consequences, 
and then implements it with some measure of energy, along a particular path 
(p. 9). 
Dornyci and Otto define motivation as "the dynamically changing 
cumulative arousal in a person that initiates, directs, coordinates, amplifies, 
terminates, and evaluates the cognitive and motor processes whereby initial 
wishes and desires are selected, prioritized, operationalized, and successfully 
or unsuccessfully acted out." (1998: 64). 
Motivation may be defined as the force that energizes, directs, and 
sustains behavior toward a goal. 
Students' beliefs concerning their reason for engaging their learning 
tasks are related to their achievement goals (Pintrich and Schunk. 1996). 
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According to Williams and Burden (1997) motivation is "a state of 
cognitive and emotional arousal, which leads to a conscious decision to act, 
and which gives rise to a period of sustained intellectual and/or physical 
effort in order to attain a previously set goal or goals." (cited in Balkir and 
Topkaya 2009: 4). 
Brown defines motivation as "the extent to which we make choices 
about: (a) goals to pursue and (b) the effort you will devote to that pursuit." 
(2001: 72). 
Motivation deals with the choices individuals make about which 
activity to do or not to do, their degree of persistence at the chosen activities, 
and the amount of effort they put forth to do the activity. 
Purely cognitive models of reading do not deal with these sorts and do 
not provide a complete picture of reading (Wigfield, 2000 cited in Grabe, 
William 2009: 175). 
In an attempt to characterize a non-theoretical view of motivation, 
Finocchiaro (1981). 
According to Finocchiaro (1981), motivation is "the feeling nurtured 
by the classroom learner in the learning situation. The moment of truth — the 
enhancement of motivation — occurs when the teacher closes the classroom 
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door, greets his students with a warm welcoming smile, and proceeds to 
interact with various individuals by moving comments or asking questions 
which indicate personal concern" (cited in Ellis 1994, p. 516-517). 
Gardner (1985) states that "motivation ... refers to the combination of 
effort plus desire to achieve the goal of learning the language plus favorable 
attitudes toward learning the language" (p. 10). 
Therefore, for Gardner motivation is consisting of three components 
that are: effort, a desire to learn a language and positive attitude toward the 
other group he attempts to learn. 
Motivation is a primary area of research in psychology. 
Understanding why a person engages in certain behavior and avoids other 
lies at the heart of such psychological question. In their attempts to 
understand the mechanisms underlying motivation and its potential 
consequences, researchers have developed different theoretical framework 
(Ferre-Caja and Weiss 2002). 
The behavioral framework tried to understand "what moved a resting 
organism into a state of activity" with heavy reliance on concepts such as 
instinct, drive. need, energization, and homeostasis (Weiner, 1990: 616-
622). 
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In the 1960s a new insights of motivation were started by the 
cognitive revolution, which shifted the focus toward why students choose to 
engage in academic tasks instead of focusing on what they do, and the time 
they spend doing so, as has been the case with the behaviorist approach 
(cited in Keblawi 1997: 1-2). 
The cognitive revolution in psychology gave birth to a respectable set 
of cognitive psychological theories that are currently prominent and are 
relevant, in different degree to language learning motivation. They include 
the self-determination theory, the attribution theory, and goal theory. 
However, since the early 1960s until the 1990s, motivation for L2 
learning had been dominated by Gardener's socio-psychological theory of 
integrative and instrumental motivation. 
Gardner (1985) states that "motivation ... refers to the combination of 
effort plus desire to achieve the goal of learning the language plus 
favourable attitude toward learning the language." 
Therefore, for Gardner motivation consists of three components that 
are: effort, a desire to learn a language and positive attitude toward the other 
group he attempts to learn. 
37 
Gardner talked about two kinds of motivation, the integrative and the 
instruments with much emphasis on the former. 
(a) The integrative motivation refers to learners desire to at least 
communicate, or at most integrate (or even assimilate), with the 
members of the target language. 
(b) The instrumental motivation refers to functional reasons for 
learning the language such as getting a better job, a higher salary 
or passing an examination (Gardner, 1985: 10) cited in Keblawi, F. 
(2008-9: 2). 
According to Covington D4.V. (2000), by the concept "motivation" 
psychologists typically refer to the reasons that individuals are aroused to 
action. He argues that there are two quite different types of reasons that have 
emerged in the thinking of psychologists: intrinsic and extrinsic reason. 
Individual is said to be intrinsically motivated when lie engages in 
activities for their own sake. In intrinsic motivation the rewards exist in the 
actions themselves i.e. his own reinforcement, but when individuals 
anticipate some kinds of tangible payoff, such as good grades, recognition, 
or gold stars, the reasons they are driven to act for are termed as extrinsic. 
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These rewards are said to be extrinsic because they are isolated to the 
action and the activity here is a means to an end. As Ferrer-Caja and Weiss 
(2002), put it, "intrinsic motivation refers to doing an activity for its own 
sake; in contrast extrinsic motivation refers to engaging in an activity to 
obtain some separable goal" (p. 42). 
Howe believes that money provides an external or extrinsic reward 
for an activity; while inter or intrinsic rewards are more closely connected to 
the activity itself. Examples of intrinsic include interest in the task itself and 
enjoyment that a learner gets from doing something out of a sense of 
curiosity (p. 75). 
According to him motivation provides the fuel that makes the process 
of learning happen. He further claims that motivation affects students 
learning in different ways with differences between human being in how 
they are motivated forming a major reason why individuals fluctuate in the 
skills they gain. 
In his study for human learning, he pointed out that there are many 
different motives for learning. In practice, motivational influences are often 
intertwined with learners' personal characteristics, such as personality and 
temperament, which make significant contributions to learning, for example, 
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the kind of learning activities a learner carries out can be influenced by 
various personal attributes such as the learner's self-confidence, optimism, 
and competitiveness (h owe 1998: 70-71). 
To be motivated means "to be moved to do something, ... someone 
who is energized or activated toward an end is considered motivated" (Ryan 
and Deci, 2000: 54, cited in Grabe, 2009: 175). 
Allwrioht and Kathleen M. Bartey (1991) claim that the most 
motivated learners are likely to be most receptive ones. 
Gardner (2001) defines a "motivated learners" as a one whom: 
(a) exerts efforts to learn the language 
(b) aims to achieve a goal, and 
(c) has tendency to enjoy the job of learning the language he is 
learning. 
Motivated individuals are optimistic, willing to work on difficult 
tasks, and aware of their capabilities: they want choice in controlling their 
environment and their learning, expect success, build connections with 
others, experience pleasure from their work, and take pride in their 
achievements. 
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In brief, positive motivation is what activates effective learning 
behaviour (Guthrie and Wigfield, 2000), cited in Grabe 2009: 176). 
Gardner and Maclutyre, 1993: Gardner, 1994, 2000, 2001, in their 
most recent definitions of integrative motivation can be summarized as 
follows: 
Integrative motivation is the combination of: 
(a) integrativeness — which consists of attitudes toward the target 
group, interest in foreign language, and integrative orientation, 
(b) attitudes toward the learning situation, and 
(c) motivation which includes effort to learn the language, desire to 
learn the language, and attitudes toward learning the language 
(cited in Mori 2002: 14). 
l)eci and Ryan classified motivation as mainly two types in their self-
determination theory. Intrinsic motivation referred to people doing 
something out of the inherent interest or joy; whereas extrinsic motivation 
referred to doing something because it contributed to a separable outcome 
(Deci and Ryan 2000, cited in Chang, 200: 8-9). 
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In their theory they pointed out that there was close relationship 
between people's motivational behaviors and the social contextual factors. 
For example when people feel relatedness, secure, or a sense of competence 
from the environment, then their motivation for doing the behavior may 
become autonomous instead of being controlled (cited in Chang, 2005: 8). 
However, Noels argues that these two views on motivation 
(integrative motivation intrinsic, extrinsic motivation) represent two separate 
motivational substrates. 
Integrative motivation for L2 learning is driven primarily by 
ethnolinguistic identity and intrinsic / extrinsic motivations arc driven by L2  
learning in school setting (Noels 2001; Noels et al., 2000) cited in Grabe 
2009: 188. 
We can say that most researchers agree that motivation involves a set 
of beliefs, values, and expectations and a set of defining behaviors: 
engagement, persistence, strategic problem solving, and requests for help. 
Beliefs, values, and expectations usually center on some combination 
of self-regulation, self-efficacy, interest, goal-setting, and attributions of (or 
reasons for) success and failure which influenced by a range of external 
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social and contextual factors: socio-cultural expectations, classrooms, 
teachers, peers, parents and instructional tasks (Gabe 2009: 176). 
To conclude one can argue that motivation is a hidden, internal and/or 
external power that motivates us to act in order to attain our goals in life. 
Moreover, motivation is a dynamic entity and it changes over time, 
especially in the usually long drawn out process of language learning. Thus, 
it is a complex concept that cannot be easily understood. 
2.6 Reading motivation 
Most existing motivation studies which were conducted on ESL/EFL 
learners were to examine the learner's motivation and to interact or 
communicate with target language speakers and did not deal with specific 
domains such as reading and writing. 
According to Mori (2002), the issue of domain specific motivation has 
been investigated extensively in the field of psychology and educational 
psychology (e.g. Wigficld and Guthrie, 1997), while it seems to have been 
neglected in SL learning. 
Further she pointed out that among a large number of research that 
investigates the relationship between extensive reading and achievement, 
Day (1997) is the only one who has attempted to explain motivation to read 
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in second/foreign language. His model reflected the major influences of 
materials and attitudes on motivation, which in turn may influence the 
decision to read in a second language, however this model lacks specificity 
and empirical evidence (p. 29-30). 
To bridge this gap Mori (2002) investigated motivation for reading 
concentrating her focus on a specific reading task, extensive reading, for a 
sample of university EFL learners in Japan. Through principal components 
analyses, identified components of English learning motivation, English 
reading motivation, and task-specific motivation. 
Mori assumes that there might be some differences in the identified 
components between general learning motivation and reading motivation. 
However, her results did not reveal any domain-specific components. 
As an explanation, she argues that for Japanese students, learning 
English in general might have meant almost the same as learning to read in 
English (Miyanaga 2007: 47). 
Mori has developed a 30-item L, reading-motivation questionnaire 
based on the 11 trails of the Wigfield and Guthri (1997). She identified four 
factors: intrinsic value of reading, extrinsic utility value of reading, 
importance of reading, and reading efficacy. 
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i'he integrative motivation items all loaded on the extrinsic factor. 
"I'his study shows that the three-dimensional framework of intrinsic 
motivation, extrinsic motivation for self-efficacy is a viable orientation for 
reading motivation research in EFL contexts (cited in Grabe 2009: 190). 
In another study, "I'akase (2007) examined the effect of motivation on 
extensive reading with 219 high school EFL students in Japan. The results 
shows two factors, L, intrinsic motivation and L2 intrinsic motivation, both 
significantly predicted the amount of L-, reading (cited in Grabe 2009: 190). 
Gambrell, and Codling, suggest that there is much we can do to instill 
in students an intrinsic desire to read." 
They mention two ways that: 
(a) teachers can foster intrinsic motivation 
(b) providing students with opportunities to be successful at 
challenging reading tasks. 
1-hey say that "feelings of competence are increased when students 
experience success at challenging tasks that require effort and that will 
reinforce students' positive self-concept as readers and increase the 
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likelihood that they will be intrinsically motivated to engage in subsequent 
reading tasks. 
(b) Providing students with opportunities to be in control of their own 
learning by letting them choose what they read and even when and where 
they read also increases intrinsic motivation. They suggests that through the 
use of "bounded choice" the younger and less mature students can make 
good choice. Similarly, the teachers might employ bounded choice for the 
students who have difficulty choosing texts that arc appropriate by selecting 
several appropriate books and allowing the student to choose from among 
them, or as another example would be to give several ways to complete an 
assignment and let students choose which task they complete (Gambrell and 
Codling 1997: 24). 
Znlhilmi (2005). in an article in the New Straits Times, observed that 
"reading is often confined to classrooms and for educational pursuits. This 
could be one of the reasons why learners have not developed good reading 
habits and need further encouragement to motivate them to read" (Chik, Nik, 
and Raslee, 2011:33). 
Chik, Nik, and Raslee, study showed that students are moderately 
motivated to read on account when they will be evaluated. 
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According to them this is a common phenomenon during examination 
time but this type of reading motivation is not long lasting and the students 
should have the intrinsic motivation (p. 36). 
Highly motivated readers are self-determining and generate their own 
reading opportunities. These motivated readers a wide range of personal 
reasons such as curiosity, involvement, social interchange, and emotional 
satisfaction (Gambrell, Palmer, Codling, and Maz✓oi 1996: 518). 
2.7 Language Learning Strategies 
According to Rubin (1987), language learning strategies are the particular 
cognitive and metacognitive processes and behaviors that learners engage in 
during the learning process to facilitate the obtaining and use of information 
and to enable learners to learn successfully. 
Oxford (1990) suggests that language learning strategies are steps taken by 
learners to improve their language training and to develop language 
competence. Furthermore. Anderson (2005) claims that L2 learning 
strategies are the conscious actions that learners take to improve their 
language learning. He also assumes that strategies may be observable, like 
observing someone taking notes during an academic lecture, or mental, such 
as translating and activating prior knowledge. Research has indicated that 
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more proficient learners employ a variety of strategies in different situations 
than do less proficient learners (Oxford, 1990; O'Malley and C hamot, 1990). 
Language learning research began in the 1970s and 80s when 
researchers first formally assumed a connection between good language 
learners and what they did to acquire their second language learning 
strategies. 
Rubin (197, 1981) examined what strategies successful language 
learners use and classified language learning strategies into two broad 
categories, direct strategies and indirect strategies. The direct strategies 
consist of: (a) classification verification, (b) monitoring, (c) memorization, 
(d) guessing / inductive inferencing, (e) deductive reasoning, and (f) 
practice, while the indirect strategies included: creating opportunities for 
practice and production tricks that is communication strategies such as the 
use of circumlocution and paraphrase, the use of gestures, and speaking 
more slowly. (cited in Miyamaya 207:46) 
Fhe taxonomies of early research were differing in a number of ways 
reflecting the type of learners under study, the setting, and the particular 
interests of the researchers. 
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There are three common areas in the early works identifies by 
Skehan (1989) to the different taxonomies, these are: 
(a) The learner's capacity to impose himself on the learning situation. 
For example, "clarification verification", which Rubin (1981) puts it 
in her list of strategies belongs to this area. This strategy includes 
asking for examples of how to use a word or expression, putting 
words in a sentence to check understanding, looking up words in a 
dictionary, and paraphrasing a sentence to check understanding. 
(b) Technical predisposition. Rubin's guessing/ inductive inferencing 
strategies are examples of technical predisposition. 
(c) The learner's capacity to evaluate. For example, Naiman et al. and 
Rubin both refer to the importance of monitoring. This involves 
testing our guesses, correcting errors, and nothing the sources of 
errors. However, the early taxonomies also have reflected the 
particular subjects that the researchers worked with and whether the 
setting is a formal or informal one. Thus Rubin and Naiman et al., 
who elicited information from adults, emphasize the importance of 
learners reflecting on their own leaning and of conscious analysis, 
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therefore Rubin lists" memorizations" and " deductive reasoning" 
among her strateogies.(cited by Ellis 1994:535-540) 
Oxford (1990) also followed the direct/indirect dichotomy in her 
categorization of language learning strategies, although with some major 
differences. 
Oxford defined direct strategies as those that directly involve the 
language being learned, and include memory, cognitive and compensation 
strategies. Indirect strategies were defined as those that indirectly help 
language learning and include metacognitive, affective, and social strategies. 
O'Malley and Chamot (1990) divided language learning strategies 
into three main categories: metacognitive, cognitive, and social and affective 
strategies. They defined metacognitive strategies as "higher order executive 
skills that may entail planning for monitoring or evaluating the success of a 
learning activity." Reflecting upon one's own learning process, planning to 
look for main ideas from reading texts, checking comprehension, identifying 
problems in learning, and evaluating how well one has learned, are examples 
of metacognitive strategies. 
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Cognitive strategies are defined as the strategies that "operate directly 
on incoming information, manipulating it in ways that enhance learning" 
(p.44 ) 
This category includes repeating a word or phrase, taking notes, 
relating new information to prior knowledge, translation, summarization, 
and inferencing. 
Social and affective strategies" involve interacting with another 
person to assist learning or using affective control to assist a learning task" 
(p.139) 
This kind of strategies include, asking for clarification, working with 
peers to solve a problem, reducing task anxiety, and finding incentives to 
learn (cited in Miyanga 2007:47). 
Chamot (2001) said that the goals of LLS research are to identify the 
LLS used by more and less successful language learners, and teach less 
successful learners how to use the strategies of more successful learners 
(cited in Steinagel 2005:18). 
The frameworks developed by O'Malley and Chamot, and (in 
particular) Oxford, provide a basis for studying which strategies or 
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combinations of strategies are effective in promoting learning (cited by Ellis 
1994:540). 
There many strategies which correlate with successful language 
learning could be used during reading, for example information 
organization, mnemonics, creating learning opportunities (Rubin and 
Thompson, 1983), reading more (Ott 1995 ; Carrell, Pharis and Liberto 
1989) using keyword learning methods(Chamot, 1999) , while other 
strategies occur more naturally during the reading process, for example, the 
strategies of setting goals, visual imagery and inferring meaning from 
context (cited in Steinagel 2005 :19). 
2.8 Reading Strategies 
Oxford and Crookall (1989) defines reading strategies as learning 
techniques, behaviors, and problem-solving or study skills which make 
learning more effective and efficient. Applied to second language reading 
context, reading strategies are processes used by the learners to enhance 
reading comprehension and overcome comprehension failures, (Wang, 
2009:38). 
Nuttal (1982) and Casanave (1988), claim that reading is a process 
whereby readers actively use some strategies to deal with meaning of the 
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texts and then make sense from them. The interesting interactions between 
the readers and texts aroused more and more researchers to continue 
working with studies about the relationship between reading comprehension 
and the use of reading strategies. It is worthwhile to make a clear cut 
distinction between strategy and skill. The first refers to the planned 
methods and action adopted by people to attain their goals, while the later 
refers to a routine and reflex behavior (cited in Kung, 2007:12). 
Ellis (1994) makes a distinction between language learning strategies 
and skill learning strategies. The former help the second language learner in 
his attempts to master new linguistic and in getting sociolinguistic 
information about the language, while the latter are those that help the 
learner to become a skilled user of language and a good reader. 
In the domain of language learning, the strategies used by a learner involve 
both mental and behavioral aspects of the individual. The mental activities 
include the strategies which determine the information that a reader selects 
and obtains from a text, which he organizes it and integrates it into his 
existing schemata. These are called cognitive strategies. Other activities 
which help a reader in controlling, monitoring his reading process and in 
evaluating the outcome. This is termed as metacognitive strategies. 
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Weinstein and Mayor (1988) claim that there are strategies that 
affected the learner's motivational or affective state (affective strategies). 
Which is the third set of behavioral activities decides the learner's 
interaction with his peers, teachers and other individuals around him which 
all are called social strategies (Jilani, 2008:63). 
According to the reading styles that Oxford (1990) and Carrell (1989) 
mentioned, that they divided reading strategies into repair, effective, and 
confident strategies. 
(a) Repair strategy helps readers to understand, comprehend the contents 
if they do not have strong language ability. Here the readers use the 
context or the sentence meaning to solve their vocabulary problem 
when they encounter a new word during their reading process. 
(b) Effective strategies help the readers in using some strategies that 
enable them to read effectively during their reading process. Taking 
notes, asking someone, highlighting and summarizing, etc are 
examples of effective strategy. 
(c) With the confident strategies the reader's successful can decrease their 
fearfulness or increase their interest to read, including reviewing an 
article, predicting the contents, and overview the table of contents. 
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According to Oxford (1990), monitoring reading process, assessing 
comprehensive levels and adjusting the reading understanding are examples 
of using metacognitive strategies. 
These strategies help readers to acquire new information and integrate 
their own knowledge to promote their abilities of the understanding and 
memorizing of contents. Therefore, the use or effective strategies could help 
readers think and assist them to know how and when to solve their reading 
problems by their own knowledge (Kung, 2007:15.16). 
Grabe, (2009: 220) defines the strategic reader as "one who 
automatically and routinely applies combination of effective and appropriate 
strategies depending on reader goals, reading tasks, and strategic processing 
abilities. The strategic reader is also aware of his or her comprehension 
effectiveness in relation to reading goals and applies sets of strategies 
appropriately to enhance comprehension of difficult texts". 
Paris. Wasik, and Turner (1991) give a good definition of reading 
skills: 
Skills refer to informational processing techniques 
that are automatic, whether at the level of recognizing 
grapheme-phoneme correspondence or summarizing a 
story. Skills are applied to a text unconsciously for many 
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reasons including expertise, repeated practice, 
compliance with directions, luck, and native use. (cited 
in Grabe, 2009: 221) 
According to Grabe, (2009) cognitive strategies have been commonly 
described as those strategies that a reader is trained to use, such as guessing 
from context, noting discourse organization, recognizing a transition phrase, 
skipping a word, identifying a known word part, forming a question about an 
author, or identifying a main idea, while metacognitive strategies have been 
described as strategies that require an explicit awareness of reading itself and 
that most strongly support the goals of reading. For example, learning to 
monitor comprehension might be considered a "metacognitive strategies" in 
that it requires a conscious recognition of miscomprehension or a need to 
maintain comprehension. Similarly, intentional repairs to miscomprehension 
or strategies with the intention to learn information from text more 
effectively are termed as "metacognitive strategies". (p.22) 
Strategic readers know when, how, and why to use strategies 
effectively and recognize appropriate contexts for using effective strategies. 
They also engage actively in reading, react far more extensively, and have 
the motivation to read for longer periods of time, the use of reading to seek 
out information relevant to their needs and interests; they build efficiency 
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and automatically in strategy use for routine situation that they commonly 
encounter; and they have heightened levels of metacognitive and meta 
linguistic awareness that they can use when needed. In addition, they engage 
in difficult and challenging texts and tasks with set of strategies that work 
well for them in combination (Block and Pressley, 2007; Pressley, 2006; 
Pressley and Afflerbach. 1995; Pressley and Fingerets, 2007, cited in Grabe 
2009: 226-227). 
(Baker and Brown. 1984, Wong 1987) asserts reading strategies 
instruction. In this regard they indicate that research has shown consistently 
that unsuccessful readers possess limited knowledge about effective reading 
strategies. 
Metacognitive approaches to reading emphasize reader's ability to 
control and regulate their comprehension (cited in Paris, and Oka 1989: 
p.33-34). Metacognitive ability refers to the ability to manage and control 
one's cognitive activities and evaluate whether or not they are performing 
successfully (Gresten, Fuchs , Williams, and Baker 2001 p. 280-281). 
In this regard Chamot and O'Malley (1994) claim that cognitive 
reading strategies help readers to complete the task of reading, while 
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metacognitive strategies enable the readers to think about reading and 
learning. 
In the literature, cognitive and metacognitive have been viewed to be 
closely related to each other, suggesting that metacognitive strategies affect 
directly cognitive strategies in second language learning and performance 
(Chamot, 2005; Oxford, 1990; O'Malley and Chamot, 1990). 
Anderson 1991. Block 1986, Carrell 1989, and Devine 1984, all found 
that successful readers deployed a group of strategies that integrated 
meaning in preference to surface text-based strategies (Macaro, Ernesto, 
2006: 321). 
The new oxford dictionary of English (1998) defines a strategy as a 
"plan of action or policy designed to achieve a major or overall aim (p. 
1837), whereas "action" is the fact or process of doing something" (p. 17), 
McDonough (1995). Similarly, Phakiti (2003) define strategies as "not 
actually strategies in the strictest sense of the term. Rather, they should be 
seen as learners stable long-tertn knowledge of their strategy use" (p. 681 
cited in Macaro, Ernesto, 2006: 323-324). 
Jimener, Rebert T., Georgia Earnest Garcia, P. David Pearson (1996) 
noted that the bilingual successful reader tended to use the strategies of 
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invoking prior knowledge-inferencing, questioning, using context, and 
monitoring. 
Bock, 1993, Keen and Zimmermann, 1997; El-Koumy (2004) divide 
reading strategies into cognitive and metacognitive styles. 
Cognitive strategy refers to the readers' interaction with contents by 
using certain strategies to facilitate their understanding of the contents. 
Visualizing, predicting, scanning, summarizing, analyzing, making 
connection, underling, and using mnemonics, etc are examples of cognitive 
strategies. 
El-Koumy (2004: 16) states "metacognitive strategy-often referred to 
as self-regulation strategies-refers to the reader's knowledge about the 
executive processes he or she employs before, during, and after reading 
(cited in Shan-Shan, 2007: 14-15). 
Anderson (2003) defined reading as the interaction of four things he 
said together with the reader and the text there must also be fluent reading, 
or " the ability to read at an appropriate rate with adequate comprehension 
and strategic reading, or '`the ability of the reader to use a wide variety of 
reading strategies to accomplish a purpose for reading .` (p.8) 
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Providing the best methods and techniques for achieving fluent 
reading with adequate comprehension, and identifying what techniques or 
process the teachers choose to access , is the goal of research in reading 
strategies. (cited in Steingael 2005:21-22) 
From the above discussion we can drive the conclusion that reading 
strategies include strategies such as memory, cognitive and compensation 
which are called cognitive strategies, metacognitive strategies and affective 
strategies. These strategies are employed by the readers in order to inter the 
meaning while doing the activity of reading. 
Thus, the reader's ability to comprehend or learn from a text is based 
on the strategies which are adopted by him during his interaction with text. 
2.9 Reading comprehension 
Smith (2010) views of comprehension as a social act, in this regard he 
argues that the habits of mind that reader use to pull and push text into 
meaningful shape are neither natural, instinctive nor automatic facts of 
intelligence, but rather, they are socially learned behavior. According to him 
readers think about books, talk about books and what they do with books in 
their head depends on what they have seen others do, been encouraged to do 
and are expected to do by the communities, 
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Cain (2010) claims that successful understanding of written text 
enables the individual to learn and apply new knowledge, to experience 
other (fictional) worlds, to communicate successfully, and to achieve 
academically. He further claims that an adequate comprehension of a written 
text requires the reader to retrieve the sense of individual words and 
combine them into phrases and sentences. However, good comprehension is 
not simply processing single words or sentences. To understand text 
meaningful. skilled comprehender builds a representation of the meaning of 
a text is accurate and coherent. 
According to Palincsar, Ann and Brown (1 984) reading comprehension is 
the product of three main factors: 
(1) considerate text, 
(2) the computability of the reader's, and 
(3) the active strategies the reader employs to enhance understanding 
and retention, and to circumvent comprehension failures. 
However, comprehension is also influenced by the extent of overlap 
between the reader's prior knowledge and the content of the text.(cited in 
Grape 2009). According to Kern (1989), comprehension strategies may be 
either conscious and controlled or unconscious and automatic, and they 
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serve to direct the various components of the reading process toward 
efficient understanding of a give text. For example a reader skims a text in 
order to get a gist, use context or morphological analysis to decode 
unfamiliar words, or review mentally the content of the text in order to 
monitor comprehension. 
When the text has not been understood, the reader may need to re-read 
all or part of text. Strategies such as skimming, contextual inference, 
morphological analysis, summary, and re-reading are examples of 
comprehension strategies. Good reader is characterized by his fluent, 
flexibility, and appropriate usage of these strategies, while rigid or 
inappropriate use is characteristic of poor reader. 
Golinkoff summaries her finding: "good comprehension, seem to use 
a scan-for-meaning pattern which can be flexibly applied to suit their varied 
purposes. Skilled comprehensions clearly treat reading as a process through 
which to gain information about events and relations in the world" (cited by 
Gowie, 1978, p. 67). In this regard, Boykin (1994) propose African 
American students' relatively lower academic achievement or reading 
comprehension examinations reflects the dissonance between language 
differences in the home and school cultural environments(Ohwuegbuzie, 
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Eric Mayes, Leslie Arthur, Joseph Johnson, Veronica Robinson, Shante 
Ashe, Salman Elbedour, Kathleen M. T. Collin, 2004). 
However, Onwuegbuzie et. at (2004) did not assume that the white 
grad make students represented the stander in reading ability. Deciding 
which ethnic group tends to demonstrate the highest levels of reading ability, 
if any, for instance, it possible that students from English-speaking countries 
(e.g. England, Australia), regardless of ethnicity-who are enrolled in 
graduate programs in the U.S. have higher levels of reading ability than both 
white and African American graduate students. 
Reader's beliefs have been found to influence the reading process. 
Chambliss and Garner (1996) argued that a number of conditions need to 
exist for readers' beliefs to change after reading a persuasive text: 
(a) the text must be carefully written to counter the reader's original 
beliefs and present a coherent and comprehensible argument, 
(b) the readers' original beliefs must not be too extreme, and 
(c) the reader must be motivated to consider and evaluate the evidence 
presented (Kamhi-Stein 2003). 
In this connection Adems and Bruce (1980: 37) state: "in fact, reading 
comprehension involve the construction of ideas out of preexisting concept. 
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A more correct statement of the role of background knowledge would be 
that comprehension is the use or prior knowledge to create new knowledge. 
Without prior knowledge, a complex subject, such as a text, is not just 
difficult to interpret; strictly speaking, it is meaningless" (cited in Imtiaz, 
2000, p. 28). Several studies using culturally sensitive passages have 
convincingly indicated the importance of one's own cultural background in 
the interpretation of a text. 
Cultural schemata assume importance particularly when there is a 
mismatch between the reader and writer. In their study, Steffensen, Joag-dev 
and Anderson (1979) have shown how a culturally familiar text provides an 
easier reading than an unfamiliar one. In this study, subjects from American 
and Indian universities were asked to read letters about an Indian American 
wedding. It was seen that culturally familiar material was assimilated more 
rapidly, while distortions surfaced in texts which were culturally alien to the 
reader (Imtiaz, 2000: 31). 
2.10. Reading Comprehension: Processual Perspective 
2.10.1 Duffy and Sherman's Position 
The processual perspective of reading comprehension has 
been captured by Duffy and Sherman (1977). They opine that there are two 
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stages involved in the process of comprehension. The first stage takes place 
during the actual reading activity. The readers examine the message and 
simultaneously recognize words and meaning through skill with the 
graphemic, syntactic, and semantic systems. Understanding is instantaneous 
at this stage. The second stage follows the first stage. This comprehension is 
best described as a reflective activity. In the second stage the written 
message is translated or received and subjected to a more thoughtful 
analysis. 
According to them reading comprehension involves three processes 
namely, informational, manipulative and evaluative or judgmental. 
2.10.1.a Comprehension as Informational Process 
Comprehension as Informational Process proposes that the reader is trying to 
learn something from reading. He is attempting to learn the factual content 
of the message and wants to know what the message tells literally. To 
accomplish this he must have meaning for every word and recognition of 
and memory for the fact the word conveys. Comprehension as information 
process includes: 
(i) Word meaning skills. 
(ii) Signalers of relationships. 
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(iii) Skills of contextual prediction. 
(iv) Recognition and memory for factual content. 
2.10.1.b Comprehension as Manipulative Process 
Comprehension as a manipulative or thinking process proposes that once the 
informational process is secure, the reader is expected to think about this 
information; he explores its implications deeply and inferences. On the bases 
of' his own past experiences and ability to grasp the significance of various 
relationships he must do this manipulative process of comprehension. 
Comprehension as manipulative process includes: 
(i) Classification and main idea thinking. 
(ii) Inferential thinking. 
2.10.1.c Comprehension as an Evaluative Process 
Evaluative process suggests that after a message has been understood at both 
its information and manipulative levels, it can be acted upon. This action is 
consisted of various activities such as acceptance of the message and its 
commitment to memory, rejection of the message or searching out of more 
information to explain a position or understanding. Comprehension as an 
evaluative process includes: 
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(i) Judging the validity of content 
(ii) Judging the author's purpose or point of view Kendeon et al., (2007: 
28-9) state: 
Comprehension is not a unitary phenomenon but 
rather a family of skills and activities. A general 
component in many definitions of comprehension is 
the interpretation of the information in the text.... At 
the core of comprehensions is our ability to mentally 
interconnect different events in the text and form a 
coherent representation of what the text is about 
,(cited in Grabe, 2009: 39). 
2.10.2 Mckeating's Position 
From the processual perspective of comprehension Douglas Mckeating 
(1981), proposes the following processes namely, Perception — cracking the 
code, Decoding — making sense of the message, Prediction selection — 
redundancy to the rescue and comprehension of foreign language material. 
2.10.2.a Perception — cracking the code 
In this process the reader should be able to recognize and discriminate 
between constricting sounds or letter and word shapes. 
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2.10.2.b Decoding— making sense of the message 
By this processes Mckeating means that, each short stretch of 
meaningful material which is read should be: 
I. Recognized as meaningful and understood or reception 
11. held in, the short-term memory (STM) long enough for them to be, 
Iii. Related to what has gone before and, or what follows. 
2.10.2.c Prediction and selection — redundancy to the rescue 
This process is related to the reader ability to predict what is likely to 
come next and his ability to select which stretches of material he will pass 
maximum attention. Both prediction and selection are a result of what is 
known as redundancy. When talking to someone, there are many things 
which may cause the hearer to lose part of the message e.g. fatigue, noise, 
distraction. 
Messages are protected against such loss by giving more than would 
be necessary when transmission and reception were protected. This 
provision is what Mckeating calls "redundancy" 
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2.10.2.d Comprehension of foreign language material 
Mckeating assumes that the general process of comprehension with 
material in a foreign language is similar but with the following factors 
making it more difficult: 
(i) All the stages in the processes are likely to take longer; it the reader 
longer to recognize "familiar" elements as familiar, and longer to 
comprehend the relationships between the successive short stretches 
of material. If reading, the reader may want to keep looking back to 
check that his initial assessment of such relationships is correct, and 
this will slow him down further; if listening, he cannot do this easily. 
(ii) At every stage the reader is expected to make mistakes, to fail to 
discriminate correctly between 	contrasting forms; to confuse one 
word with another that 	seems or sounds similar; to fail to note 
important grammatical relationships. The process may be a 
cumulative one; therefore, the reader ends up getting wrong idea or 
getting entirely confused. 
(iii) I'he reader is likely to encounter stretches of language which he does 
not understand at all. 'l'his will lead him either to devise ways of 
working out their meaning from context or to ignore what he fails to 
understand, in the hope that he will get the gist of the message later. 
(iv) As the reader is much less familiar with the foreign language it 
becomes more difficult for him to predict what is likely to come next. 
He also cannot select which stretches of material he should pay 
maximum attention to. Because he is not sure what is important so he 
will gives the same focus to everything. 
(v) His STM for FL material is expected to be much less efficient. 
All the factors discussed above place extra burden on it. Therefore, it 
is not surprising to stop working from time to time resulting in that 
complete lack of comprehension which is familiar to all F1. learners. 
2.10.3 Gagne's Position 
Gagne (1985) classifies the reading comprehension process into three 
stages: decoding, literal comprehension, inferential comprehension. We will 
discuss these stages briefly below. 
2.10.3.a Decoding Stage 
Decoding means opening a code print and then understanding the 
meaning of what was printed. 
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It also means using the printed words to arouse word meanings in 
memory, such as through a direct association by its printed words and 
meanings or an indirect way by its letter-sound correspondences. 
Ehri (1982) figures out that matching and recording were the two 
main decoding processes. Matching from a link between printed words and 
known meanings. That presents that people know a word meaning directly 
without reading by sounds or guessing. Recording involves the sounding-out 
process. It means that when people do not know a word, they need to 
translate into sound patterns and then get meaning from their long term 
memory. 
2.10.3.b Literal comprehension Stage 
Literal comprehension involves putting meaning of activated words 
together to form propositions. After decoding, printed word or sounds . 
should be identified to motivate literal comprehension process. This means 
getting word meanings from print. Lexical access and parsing are processes 
of the lexical access function. Lexical access stems from the thought of 
people that lexicons are identified during language comprehension. Reader 
finds out the word meaning associated with those patterns from their long-
term memory through identifying word meanings or sounds. Thus, lexical 
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access is the final result of decoding. Parsing refers to the use of word order, 
word endings or other sources to analyze combinatorial rules of a sentence 
and then gets the meaning of that sentence. Through joint work of lexical 
access and parsing literal meaning can only be provided. 
2.10.3.c Inferential comprehension Stage 
Lexical comprehension only helps to know seeming meanings of a 
sentence, inferential comprehension helps reader to gain a deeper understand 
from what they read. The inferential comprehension has three processes 
namely, integration, summarization, and elaboration. 
(i) Integration 
It represents finding out the implicit relationship between sentences 
and results in making the meanings of sentences more coherent. 
(ii) Summarization 
It indicates that readers can produce an outline about the main ideas 
from what they have read. 
(iii) Elaboration 
It expresses that moment when integration and summarization 
combine new information together into a clear representation; elaboration 
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uses prior knowledge to bring more coherent meanings for the sentences of 
contexts. Elaboration makes more delicate description for the information 
coming from the combination integration, summarization and prior 
knowledge (Kung, 2007: 10-11). 
2.111.4 Adam and Carpenter's Position 
According to Adam and Carpenter (1985) the nature of 
comprehension processes depends on the architecture of the processing 
system in which they are embedded. they point out " while there is informal 
agreement among researchers that lower level, word-encoding and higher 
level, meaning-construction process are both involved in reading. There is 
this agreement about the "architecture" of the overall processing system, that 
is, how the processes interrelate and how each contributes to reading 
performance. (cited in Parwat 1982:52) 
2.10.5 Grabe's Position 
Grabe (2009) classifies the processes of reading comprehension into 
lower-level process and higher-level process. According to him, 
comprehension cannot occur with the smooth operation of lower-level 
processes. 'These processes include word recognition, syntactic parsing 
(using grammatical information), and semantic-proposition encoding 
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(building clause-level meaning from word meanings and grammatical 
information). They are carried out as part of working memory, the skeleton 
in which cognitive processing and knowledge resources are integrated for 
comprehension. On the other hand, higher-level processes in general assume 
that we can direct intentional resources to these component skills (activities 
and processes that define higher-level process). At the same time, many 
aspects of these higher-level abilities can, and often are, carried out in 
automatic mode except when difficulties arise or when specific goals 
highlight intentional resource needs. A brief discussion of these higher-level 
processes and lower-level processes of comprehension as follows: 
2.10.5.a Lower-level Processes 
Word recognition is one of the most important processes which 
contributes in the process of reading comprehension. In this connection, 
Perfetti (2007: 357) states that "In reading, the singular recurring cognitive 
activity is the identification of words. From this follows two other, related 
observations about reading: comprehension depends on successful word 
reading. Skill differences in comprehension can arise from skill difference in 
word reading" (cited in Grabe, 2009, p. 22) 
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Researchers claim that fluent reading comprehension is not possible 
without rapid and automatic word recognition of a large vocabulary. They 
also claim that word recognition is a part of comprehension that is unique to 
reading. The importance of word recognition for reading is hard to 
overestimate. When reader read, he in fact concentrates visually on almost 
(about 8O%) of the content words that he reads and about 50 percent of the 
small functions words (Adams, 1990; Perfetti, 1999; Pressley, 2006; 
Stanovich, 2000). The reader is able to do this because he is extraordinary 
word recognizers for making a fluent word recognition, we must recognize 
the word forms on the page very rapidly, activate links between the graphic 
form and phonological information, activate appropriate semantic and 
syntactic resource, recognize morphological affixation in more complex 
word forms, and access our mental lexicon, that is, word recognition 
involves the interaction of activated orthographic, phonological, and 
semantic and syntactic process (Grabe, 2009). 
2.10.5.a.2 Syntactic Parsing (Word Integration) 
The contribution of syntactic parsing is obvious to the reader who 
reflects on sentences in a text. There is a considerable amount of research to 
support the role of syntactic parsing in reading comprehension (Bowey, 
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1995; Bryant, Maclecn,and Bradly, 1990; Demont and Gombert, 1996; Gaux 
and Gombert,1999; Nation and Snowling, 2000; Scarborough, 1990; Share 
et. al., 1984; Stothard and Hulme, 1992;Tunmer and Hoover, 1992; Willows 
and Ryan, 1986 ). Syntactic information from determiners (the, a, this, those, 
etc), word ordering, subordinate clauses, tense, modality, and pronominal 
forms, among other information, others constant instructions to the 
construction ora text comprehension (Grabe, 2005, Grabe 2010). 
2.10.5.x.3 Meaning Proposition Encoding 
At the time when words are being activated during reading and the 
first structural grouping of the words is parsed for its syntactic information, 
information is being extracted from the words and structures is used to build 
semantic meaning units that are approximately equivalent to phrase and 
clause units (Freneds, 2001; Kintsch, 2000; Pickering and Traxler, 2000). 
These units are called semantic propositions. Semantic propositions are 
formed simultaneously with word recognition and syntactic parsing and they 
are the building blocks of text comprehension (Perftti and Britt, 1995). A 
good way to think of a semantic proposition is as a network of small packets 
of information linked together in meaning units. These packets of meaning 
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and the network linkages are built, or activated, as the input from the words 
and structures being read are combined (Grabe, 2009, p. 30-31). 
2.10.5 .b Higher-level Processes 
According to Grabe (2009), the main component abilities of higher-
order comprehension include the following: 
• a text model of reader comprehension 
• a situation model of reader interpretation 
• a set of reading skills and resources under the command of the 
executive control mechanism in working memory. 
2.10.5.b.1 Building a Text Model of Reader Comprehension 
According to Grabe (2009), readers begin to comprehend a text from 
first words that are processed, although building up a general understanding 
of a longer text requires niore processing information than immediate word 
recognition, sentence parsing, and propositional encoding. Text 
comprehension also involves the combination of information from currently 
formed proposition with active meaning elements that have already been 
integrated into a network of ideas already activated from textual input. "I'his 
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process is what Grabe calls as a "text model of comprehension" emerging in 
working memory. 
2.10.5.b.2 Building a Situation Model of Reader Interpretation 
Thorndike (1917c) maintains that comprehension in reading is much 
the sane as reasoning in mathematics. Thus, comprehending a printed 
paragraph involves selecting the right elements and the situation and placing 
them together in the right relationship with the right amount of weight, 
influence, or force for each. (Davis, 19-68). According to Singer and Leon 
(2007: 13), "the situation refers to the understander's representation of the 
circumstances to which a discourse refers." (cited in Grabe, 2009: 43). The 
situation model "reflects the integration of prior knowledge with the 
information explicitly "in" the text" (Goldman, Golden, and Van den Broek, 
2007: 32 cited in Grabe, 2009: 43). 
When the readers read, they normally bring their own information to 
the processing of a text. This information includes their understanding of the 
ways in which discourse is structured, past instances of reading similar types 
of texts, the specific knowledge that the readers have from these past reading 
experiences, and their attitudes toward, the text, the author, the emerging 
situation, and the genre. The readers often add inferences that reflect their 
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attitudes about and expectations of what the text is conveying. Such kinds of 
information, which are brought to the reading by the readers, build the 
'situation model of interpretation. In situation-model construction, factors 
such as the attitudes of the reader, the reader' prior knowledge, etc. which 
reflect the context, are be taken into account (Grabe, 2009). 
2.10.5.b.3 Executive Control Mechanism in Working Memory 
According to Grabe (2009), a set of reading skills and resources come 
under the command of the expectation control mechanism in working 
memory. According to him, as part of the creation of a text model and a 
situation model, reader engages in a number of higher-order processes. 
Fhese processing components are also part of working memory since all 
aspects of comprehension processing are accomplished as part of working 
memory. 
A very important component of working memory which is commonly 
known as central to comprehension is the "executive control". The executive 
control carries out key attentional processes and stores key information in 
the episodic buffer at the same time. There are several aspects of executive 
control that are regarded as key processes for comprehension, which are 
centre on attentional processing. 'l'hese processes include: inferencing, 
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problem solving, monitoring, goal setting, shifting goals, resolving anaphor 
ambiguity, etc. (Baddely, 2006; Fridman and Miyake, 2004). 
All discourse comprehension researchers assert that reading 
comprehension must incorporate "attentional process", particularly when 
reading difficult materials and when learning or evaluation goals. These 
attentional mechanisms include: 
(a) respond to reading goals and purposes; 
(b) apply strategies appropriately; 
(c) engage metacognitive awareness and monitoring; 
(d) draw un background knowledge as appropriate; and 
(e) support inferences for text processing and evaluation (cited in Grabe, 
2009). 
Reynolds, Marsha A. Taylor, Margaret S. Stephenson, Larry L. 
Shirey, and Richard C. Anderson (1982) hypothesize that person's culture 
influences his knowledge, beliefs, a values and that his knowledge, beliefs, 
and values influence his comprehension processes. They further point out 
that, when reading material covers an area in which there is a clear cultural 
differences, as illustrated in their research, there are large differences among 
groups in comprehension. 
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2.11 Studies on EFL/ESL Readers 
Research on reading in English as a foreign/second language have 
grown remarkably recently, particularly in the last 20 years. the recognition 
of the great importance of the reading skill for foreign/second language 
learners has led researchers around the world to conduct studies on these 
learners with a view to investigate their reading comprehension problems, 
reading strategies and their motivation for reading. In this section the author 
will review some of these studies and briefly discuss their findings. To begin 
with, Carrell (1984 6, 1987) and Carrell and Eisterhold, (1983), have 
investigated the usefulness of the notion of schema theory for second 
language reading. They found that activating content information plays an 
important role in students' comprehension and recall of information from a 
text (cited in Grabe, 1991). Knoll (2000) conducted a study to investigate 
the effect of motivation on the reading comprehension of the tenth-grade 
English language arts. The data was collected from 55 subjects enrolled in a 
standard 10 grade English at west Ottawa High School in Holland, Michigan 
course. The subjects were asked to read a short story. The subjects were 
expected to recall facts about events from the strong and respond to the 
questions relevant to those facts. The results indicated a high correlation 
between the two variables, that is. achievement motivation and reading 
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comprehension. This means that the relationship between motivation and 
reading comprehension was clearly a strong one. The study results shown 
that students with high motivation towards school learning in general did 
well or the reading comprehension text. (cited in Park 2005) 
Jilani (2008) conducted a study with the purpose to assess the ESL 
Indian learners' reading comprehension abilities at the undergraduate level 
at Aligarh Muslim University in India. The study also investigates 
comprehension and ESL reading among these students. The data was 
collected from 90 boys and 90 girls from social science and arts streams. 
The subjects were given text consisted four parts including multiple choice 
questions, cloze test items, editing test, blanks gave an option of correct or 
incorrect answers, and tree recall test. The result of the study showed no 
significant difference among the girls and boys in their reading 
comprehension abilities. She concluded that the poor performance among 
some learners may be attributed to their lack of linguistic knowledge and 
difficulty in understanding the text. 
Kung (2007) conducted a study on 398 EFL college students in 
Taiwan. The study focused on the relationship between and the use of 
reading strategies among these students. 
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The result of the study suggested that the subjects tended to use 
integrated strategies more than partial strategies. The findings found that the 
subjects could use effective, confident and repair strategies to help them read 
fluently. 'l'he results of the study also showed that the participants used more 
metacognitive strategies more than cognitive ones. The researcher concluded 
that reading strategies were useful for helping the students reading 
comprehension. 
Alharbi (2008) conducted a study to investigate how the uses of 
cooperative learning in Saudi public Girls School enhance the learners ESL 
reading performance. Another purpose of this study was to examine the level 
of students' motivation toward reading. The data was collected from 60 
female students enrolled at the secondary stage of Saudi public school who 
study English as a second language. The findings of the study indicate the 
subjects' motivation towards reading was low but this does not mean they 
had less performance in reading while implementing cooperative learning in 
ESL classes. More effort is needed to increase students' motivation toward 
reading. The results of the study also showed that cooperative learning is an 
effective methodology to improve the ESL learners' reading comprehension. 
2.12 Reading in Second Language 
Second language reading can best be understood as a 
combination of skills and abilities that individual bring to bear as they begin 
to read. The following five abilities should be seen as definitional, though 
others can be under a finer specification of reading a rapid and automatic 
process, an interacting process, a flexible and strategic process, a purposeful 
process, and a linguistic process (et. Grabe 1999, cited in Grabe 2002: 51). 
According to Grabe (2002), reading process and practice in second 
language invoke a number of specific issues that should be taken into 
account. Among these issues are the more limited knowledge of the second 
language reader when compared with first language reader, the relative 
importance of second language proficiency versus is reading abilities as the 
strongest factor in second language reading development, the issues 
surrounding transfer of skills, the role of strategy uses unique to second 
language learners (bilingual dictionaries, cognates, mental translation, 
glosses), the recognition that texts and educational institutions themselves 
may work differently for learners, and the more limited total exposure of 
learners to the second language and second language reading experiences. 
Second language readers begin to read without the initial language base that 
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can be assumed for first language readers. mostly first language readers start 
their instruction with at least 6,000 words already known in their language 
and with a firm tacit knowledge of more basic grammatical structure of the 
language, while the second language readers do have such amount of 
vocabulary and grammatical knowledge at the time reading instruction 
begins. In this connection Koda (2007) states that unlike first language 
reading, second language reading involves: 
...two languages. The dual-language involvement 
implies continual interactions between the two languages 
as well as incessant adjustments in accommodating the 
disparte demands each language imposes. For this 
reason, second language reading is crosslinguistic and, 
thus, inherently more complex than first language 
reading (cited in Grabe, 2009: 129). 
Word recognition processes normally operate automatically in first 
reading (Beitton; I.aberge and Samuels) they often require conscious 
attention in second language reading (Branda and Herderson; Edfeldt; 
Faabory-Anderson and Edfeldt; Oiler and Tullius). Second language reader 
often process text in a "bottom-up" manner, focusing on surface structure, 
features and building comprehension through analysis and synthesis of this 
visual input(Czicko; Muchisky). Because second language readers may be 
relatively or even entirely unfamiliar, however, the "chunking' or word-
combining strategies the he/she use automatically in his/her native language 
may be rendered inoperable in an second language context (Kern, 
1989:135). 
However, according to Grabe (1991) second language reader have 
certain advantages, since most academically oriented ESL learners older 
than first language learners, they have a more development conceptual sense 
of the world, and they can elaborate logical interences from the text. As a 
result, vocabulary becomes largely a matter of remembering a second label 
for a well-understood concept. Older ESL readers have a tendency to make 
more use of metacognitive strategies in their learning as well, making them 
more efficient learners. ESL students are instrumentally as well as 
interactively motivated. This makes learning in formal classroom contexts 
more effective. 
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CHAPTER THREE 
RESEARCH METHODOLOGY 
3.0 Overview 
This chapter introduces the research design (3.1) including research 
questions (3 2), description of setting and sample size (3.3.1 and 3.3.2 
respectively), instrument used and variables of the study (3.4). A separate 
section deals with the formulation of the design used in the study and 
discusses the pretest —posttest experimental group method (3.5). This chapter 
also deals with procedure of data collection (3.6). This chapter also discusses 
Administration of Liken scale on students (3.7) and the last section is the 
tool of Statistical Analysis (SPSS) (3.8). 
3.1 	Research Design 
In quantitative research, a choice exists between several 
methodologies. 
Leedy (1997) defined research as "the systematic process of collecting 
and analyzing information in order to increase our concerned or interested" 
(cited in Sweatt 2000, p. 3). 
The quantitative research has one primary purpose, to examine the 
relationship between and among variables through surveys and experiments 
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(Creswell, 2003). Since this research examined the degree of the 
relationships among three variables, the effect of motivation and reading 
strategies on EFL undergraduate Yemeni Students' comprehension, the 
research design chosen for this research was a correlational study. A 
descriptive statistics of the relationships between the variables was 
conducted. A samples of EFL undergraduate sixth semester students were 
selected from three different faculties of Aden University. The students' 
performance recorded through two comprehension tests, these data were 
compared among the three variables to determine if relationships existed 
among them. 
3.2 Research Questions 
The purpose of this study aimed to explore the relevance effect of 
motivation and reading strategies on reading comprehension of EFL learners 
at the college level. With this in mind the following research questions were 
put: 
RQ 1. To what extent is the effect of motivation on reading comprehension? 
RQ2. To what extent is the effect of reading strategies on reading 
comprehension? 
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RQ 3. What are the relationship between motivation and reading strategies 
measured variables and students performances in the reading 
comprehension tests? 
RQ4. What are the differences between the performances of the students' 
groups (the three colleges) in the pre-test and post-test? 
3.3 	Participants in the Study 
The three faculties of Aden University in South of Yemen provided 
the settings of the study. Aden University is regarded as one of the 
pioneering Yemeni institutes of higher education. It comprises about 17 
faculties spread across Aden city itself and other Governorates. These 
faculties award B.A., MSc., M.Ed., higher diploma, and aims to be a 
research-oriented 	University that trains professionals in more than 5 
disciplines. 
The participants in this study were from the following three faculties: 
I. 
	
	Faculty of Science. Arts and Education, Aden, it is considered to be 
the central iacultv of Aden University which was established in 1970 
with the help of UNESCO. It is located in Aden, the capital city. 
ii. 	Faculty of Education, Abyan, a small town, about 80 KMs from Aden 
city. J 
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iii. 	Faculty of Education, Shabwa, located in Ataq town, about 350 KMs 
from Aden city. These two towns considered as suburban and rural 
areas, and students come from different rural districts of Shabwa and 
Abyan provinces. 
The participants in this study were 90 undergraduate Yemeni EFL 
learners 42 male and 48 female between the age 21 and 26, in Aden 
University. They were all native speakers of Arabic and share the same 
language teaming background which consists of formal English instruction 
for six years, with four class hours (45 minutes) per week before joining the 
college. All of the three group subjects were sixth semester students. 
The selection of the participants from these different faculties formed 
three different EFL teaching and learning contexts that may vary according 
to location and life style, i.e. in cities one can find more facilities in their 
prior studies at school and high school level, and the opportunity of learning 
English is better than other districts in terms of the quality of teachers, 
learning environment, the chances to contact with native speakers and so on 
which can affect the EFL learners motivation, interest, reading strategies and 
their comprehension At Awaid (2010) cites that "it is believed that the 
standard of English of students coming from rural areas is lower than that of 
those who come from urban areas". 
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O'Sullivan argues that reading skills in Arabic for many students are 
at second language inter-language and levels that English is actually their 
third language due to the phenomena of disglossia. 
I lowever, every year, the selection of a number of students ranged 
from 100 to 150 are based on their highest scores in the given entrance exam 
administered by teachers of each department annually. 
A non-probability convenience sampling technique was employed by 
the researcher to select a representative sampling of the subjects in this 
study. Ultimately, (102) participants were chosen by the teachers in the 
departments of each faculties, of those (102) participants 90 students (i.e. 30 
from each faculty) were considered for the study and analysis. 
3.4 Instrumentation of the Study 
l'he study used questionnaire to find out if there was any relationship 
between motivation, the use of reading strategies and the EFL undergraduate 
students' comprehension. The questionnaire includes three sections: nine 
background information, 20 motivational questionnaire, and 29 reading 
strategies questionnaire, a total of 58 items were on the instrument. 
3.4.1 Background Questionnaire 
l'he background information asked about the students' gender, age, 
faculty, class when starting learning English, attending English course 
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before joining university, learning English beside University English course, 
having chance to use English in daily life, watching English news programs 
or movies on TV, reading English magazines, newspapers or books 
(unrelated to university course). These data help the researchers to know 
their previous language experience and what factors might affect their 
performance in reading comprehension. 
Watching English news programs or movies on TV, reading English 
magazines, newspapers or books (unrelated to university course). These data 
help the researchers to know their academic preparations as well as their 
previous language experience. 
3.4.2 Motivational Questionnaire 
The motivational questionnaire combines two existing surveys: 
Attitude/Motivation Test Battery (AMTB) by Gardner (1985), and English 
Reading Motivation (ERMQ) developed by Mori (2002) from Wigfield and 
Guthrie's (1995, 1997) Motivation to Reading Questionnaire (MRQ). 
3.4.2.1 Attitude/Motivation Test Battery (AMTB) 
(AMTB) is a self-reporting questionnaire developed by Gardner 
(1985) to investigate the types of L, learners' learning motivation. In this 
study 14 items from this survey was used to assess the learners attitude and 
motivation. 
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3.4.2.2 English Reading Motivation Questionnaire (ERMQ) 
The ERMQ was developed by Mori (2002) based on Wigfield and 
Guthrie's (1995, 1997) Motivation to Reading Questionnaire (MRQ), which 
was used to investigate EFL Japanese students' reading motivation. 
According to Moris' study, foreign language reading motivation 
closely resembles more general forms of motivation as laid out in 
expectancy — value theory as proposed by Day and Bamford (1998, cited in 
Mori, 2002). This model of reading motivation consists of four components 
and four subscales: 
a/ intrinsic value of reading, 
b/ extrinsic utility value of reading, 
c/ importance of reading, and 
d/ reading efficacy. 
It is a 30-items 4-point Likert scale questionnaire, and many of these items 
referring to the theory of reading motivation proposed by Wigfield and 
Guthrie (1995, 1997). 
In this study three items of reading efficacy and three items of reading 
curiosity were adapted to investigate the individual's sense of efficacy and 
beliefs about their ability in terms of reading in English. 
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3.4.3 Reading Strategies Questionnaires 
The instruments were another two well-established surveys included. 
The Survey of Reading Strategy by Mokhtari and Sheory (2002), and The 
Strategy Inventory for Language Learning (SILL) by Oxford (1990a). 
3.4.3.1 The Survey of Reading Strategy 
This survey was intended to measure adult ESL university student's 
metacognitive awareness of and use of reading strategies. This survey is a 
self-report instrument which has been demonstrated high reliability and 
validity in measuring awareness and perceived use of reading strategies 
among ESL adolescent and adult students. This survey consists of three 
different strategy, categories: Global reading strategy, problem-solving 
strategy, support reading strategy. For the purpose of this study the 
information in two of this categories (Global and Support) were used to 
identify and evaluate the students level of awareness an the choice of the 
appropriate strategies in reading comprehension. Schmitt (1990), reports that 
the information obtain from this instrument can be used to quantitatively 
interpret the types of strategies participant considered to be important and 
also to evaluate their levels of awareness of utilizing two appropriate 
strategies (cited in Min-Tzu Wang, 2009). 
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3.4.3.2 The Strategy Inventory for Language Learning 
SILL was developed by Oxford (1990) to identified fifty individual 
second language strategy items within six broad categories of second 
language learning strategies: Memory, cognitive, compensation, 
metacognitive, Affective, and social strategies, with a 5-point scale 
(Domyie, 2005; cited in Stoffa, 2009). 
The SILL strategies covered the aspects of self-regulated learning 
strategies from: Motivation Strategies for Learning Questionnaire (MSLQ) 
by the Pintrich & Lin, 1985; Pintrich et al, (1987) as cited in Stoffa (2009). 
With this in mind four of SILL categories were used in this study: Memory 
strategies, compensation strategies. affective strategies, and social strategies. 
The SILL has been used worldwide for ESL/EFL settings in 
Universities and Government (Oxford & Buriy Stock, 1995; Yang, 2007 
Cited in R.C. Stoffa, 2009). 
TABLE 3.6: INSTRUMENTATION OF TILE STUDY 
Dependent Variables 	 Instrumentation 
I. Reading Comprehension 	A Pretest — posttest, two passages of 
a general nature graded from simple 
to difficult, six questions multiple — 
choice in pretest and 16 questions 
multiple — choice in posttest. 
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2. Motivational Questionnaire 	Iwo instruments were used: (1) 
(AMTR) by Gardner (1985) and (ii) 
(ERMQ) developed by Mori (2002), 
from Wigfield and Guthrie's (MRQ) 
(1995, 1997). 
3. Reading Strategies Questionnaire I 'two instruments were used: 
4. Background Questionnaire 
(i) The survey of Reading Strategy by 
Mokhtari and Sheory (2002) and (ii) 
(SILL) The Strategy Inventory for 
language Learning by Oxford (1990). 
Nine variables include : gender, age, 
faculty, class when starting learning 
English attending English course 
before joining university, learning 
English beside university English 
course, having a chance to use 
English in daily life, watching 
English news programs or movies on 
TV, reading English magazine. 
1.4 Design used for Reading Comprehension 
The design used in the study was the pretest —posttest experimental 
group design. There were three groups of 30 students each group. Students 
in all groups were given a pretest before the survey questionnaire and a 
posttest after the survey. This test was based on a reading selection and 
included questions such as multiple- choice, short answers, sentence-
completion, etc. which majored students comprehension and performance in 
reading the passage given to them. At the end of filling the questionnaire the 
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participants were given a posttest which majored the learners global 
awareness of reading strategies and it included context clues and questions 
like multiple choice, short answers, sentence-completion etc. the reading 
selection in this test was different from the one used in the pretest as the 
passage graded from symbol to difficult one. 
3.6 Procedure for Data Collection 
At the beginning of the fall semester 2011, 90 undergraduate EFL 
Yemeni learners were selected by employing non-probability sampling 
technique that was in part a convenience sample, from a population of 
approximately 500. 
The participants were from three different faculties of Aden 
University in South of Yemen. 
Before the survey, participants were administered a reading 
comprehension tests (Appendix B) then the participants had to finish three 
sections of the questionnaire (Appendix A). the first section contains nine 
background questions providing information for learning English, the second 
section of the questionnaire was organized into 20 items for eliciting 
motivation and the third section included 29 item to elicit reading strategies 
questions. 
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In this study data collection was carried out by adopting the following 
procedures: the first procedure was aimed at conducting the comprehension 
of the respondents. The comprehension tests were carried out in two stages 
namely, pre-test and post-test. The tests for comprehension comprised two 
types of passages graded from simple to difficult questions ( available 
online). The tests were based on multiple choice questions which are a 
common device for testing students text comprehension, as it helps the 
students eliminating improbable distracters or choose from the various forms 
of logical analysis of the structure of the question. The comprehension tests 
in this study aimed to identify the actual knowledge and the global 
awareness of the language. These two comprehension tests demanded 
different knowledge bases and strategy deployment, the one more bottom-up 
lexical and syntactical knowledge (pre-test-six questions), and the other 
greater orchestration of both top-down and bottom-up strategies (post-test-
16 questions). 
The second procedure involved serving of questionnaire (Appendix 
A). As mentioned before, the questionnaire had three sections. The first 
section dealt with the students' background in which nine questions were 
given. In the second section the Attitude/Motivation Test Battery, and 
English Reading Motivation questionnaire were used to gather data for the 
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study. In total this section comprised of twenty items out of which 14 items 
with six variables were based on Gardner's AMTB (1985), and six items 
with two variables were based on ERMQ developed by Mori (2002). The 
following were the six variables, namely 
Each item was rated on a five-point Likert scale graded from strongly 
disagree (1) to strongly agree (5). The first variable 'Attitude toward English 
speaker' includes items 1 and 2, the second variable `Attitude towards 
learning English' includes items 3 through 5, the third variable `Desire to 
Learn English' includes items 6 and 7, the fourth variable `Interest in foreign 
language' includes items 8 through 10, the fifth variable 'Instrument 
orientation' includes items 17 and 18, and the sixth variable `Integrative 
orientation' includes items 19 and 20. 
In addition, items 11 through 13 in the seventh variable `situational 
interest' dealt with Curiosity and items 14 through 16 were included in the 
eighth variable `self-efficacy.' 
As part of the final step the third section of the questionnaire served in 
this study included the questions for eliciting reading strategies. The Survey 
of Reading Strategy, and the Strategy Inventory for Language Learning 
(SILL) were used to formulate the questionnaire with six categories of 
strategies, namely: 
(1) Memory strategies — Remembering more effectively, 
(2) Compensatory Strategies — Compensating for missing 
knowledge, 
(3) Affective — Strategies — managing your emotions, 
(4) Social Strategies — I'earning with others.In addition two of the 
Reading Strategy Survey: 
(5) Support Reading Strategies and 
(6) Global Reading Strategies. 
In total there were 29 items included in all the six categories of 
strategies. The memory strategies include items 21 through 24; the 
compensatory strategies include items 30 through 33; the affective strategics 
include items 43 through 45; the social strategies include items 46 through 
49. 
The support reading strategies include items 25 through 29; and the 
global reading strategies include items 34 through 42. 
3.7 Administration of Likert Scale 
Students who participated in regular English classes (N = 102) completed a 
series of 5 point Likert scale questions to assess the results of their 
motivation to read English and the reading strategies they use. 
Likert scale was graded as: 
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1. Strongly disagree 
2. Disagree 
3. Uncertain 
4. Agree 
5. Strongly agree 
3.8 Statistical Analysis 
For descriptive and inferential statistical analysis (frequencies, mean 
scores, and standard deviation), the Statistical Package for the Social 
Sciences (SPSS) for windows version 16.0 was used to calculate the results 
in this chapter. To achieve the purpose of the study, questionnaire survey 
procedure were used. The questionnaire was distributed to 102 
undergraduate EFL students from three colleges of Aden University that is 
in South of Yemen in the fall semester 2011. 
Several statistics procedure were used in the analysis of the data. 
In the first stage the frequency, percent, mean, and standard deviation was 
calculated from the majority of the data. 
The sample background information according to the gender, age, 
Faculty, from which class did the English learning began, level of English 
courses attended before joining university, continuation of English learning 
in addition to university English Classes, Reading of English magazines, 
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newspapers. books etc., watching English news programs and movies and 
finally chance to use English in daily life. 
This information provides a broad picture of the sample attitude 
toward English learning. 
The demographic data within gender and faculty groups was 
analyzed using frequency, percent, mean and standard deviation to find out 
more details about the sample and were used to determine whether the 
demographic category of the participants influenced their motivation, 
reading strategies as students' performance in reading comprehensive tests. 
Crosstabulation and values assigned to the Likert scale should provide 
individual scores on these variables. 
The data obtained from the returnees questionnaire survey were 
analyzed by using descriptive statistics, including item means, standard 
deviations used to interpret EFL undergraduate, `students' motivation and 
reading strategies. 
The composite means and standard deviations were used to answer 
research question 1: To what extent is the effect of motivation on reading 
comprehension? And research question 3: To what extent is the effect of 
reading strategy used on EFL Yemeni students' comprehension? 
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In the second stage, the Spearman Correlation Coefficient of 
variables were conducted to test for a significant relationship among the 
motivational variables, reading strategies categories, and students' 
performance in research question 3: What are the relationship between 
motivation and reading strategies measured variables and students 
performances in reading comprehension tests. In other word it was used to 
determine the degree of relation between the means and standard deviation 
of the three various motivation variables, reading strategies categories 
students performance in reading comprehension test A.05 level of 
significance was used with this coefficient. The third stages of the statistical 
analysis was a one-way Analysis of Variance (ANOVA). 
This analysis of variance (ANOVA) was used to answer research 
question 4: What are the difference between the students' performance in the 
comprehension tests (pretest and post test). 
ANOVA use on the means of motivational variables scores, reading 
strategies scores and the demographic categories, in relation to the reading 
comprehension tests determined if there is a significant difference existed 
between these variables. The .05 level of significance was used. 
This procedure was used in order to compare the amount of variance 
for between-groups in individual to the variance within-groups. 
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The significant ANOVA, were followed by Paired Sample Test to 
determine specific difference between the two means of students 
performance in reading comprehension tests. 
The .05 level of significant was used by this study and analyzed the 
data by statistical Package for the Social Science (SPSS) version 16.0 with 
the p-value .05 level of significance. In hypothesis testing, some researchers 
stated that tradition suggested that the level of significance should be set at 
.05 to avoid a worthless hypothesis when it is true (Cohen, 1988) 
Independent variables 
In this study, the independent variables are the undergraduate EFL 
Yemeni students' English reading comprehension. 
Dependent variables 
The dependent variables used in this study were the survey 
questionnaire of students' background information in English language 
learning, motivational variables questionnaire, reading strategies 
questionnaire, and the reading comprehension tests (pretest and posttest). 
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CHAPTER FOUR 
DATA ANALYSIS 
4.0 Overview 
this chapter furnishes details about the discussion on the findings 
regarding response rate (4. 1). followed by a discussion on students 
background (4.2) and research findings (4.3). 
4.1 Response Rate 
l'he LFL students (N = 102) were selected from three faculties of 
Aden University which is located in South of Yemen in the fall semester 
2011. 
Out of the 102 students who were given the questionnaire to fill up, 
twelve students left many items blank. So, these twelve students were 
dropped out of the study. The remaining 90 students were considered for the 
study and analysis. 
4.2 Background Data 
The background information, was summarized from the first part of 
the students' questionnaire (See Appendix A), which included nine 
variables: gender, age, faculty, class standard when started learning English, 
Learning English beside university English courses, having a chance to use 
English in daily life, reading English magazines, newspapers or books 
105 
(unrelated to university courses), and watching English news programs or 
movies on TV. 
The background data help to identify their academic preparation, 
history of learning English (e.g. the age of starting learning English), and the 
amount of English studies. 
These data were analyzed by labeling each item as a discrete variable. 
Frequencies and percentages of students' gender are shown in Table 4.1. 
Table (4.1): shows the frequencies and percentage of students' gender. 
TABLE 4.1: GENDER 
Frequency Percent 	Valid Percent Cumulative 
Percent 
Valid Female 48 53.3 53.3 533 
Male 42 46.7 46.7 100.0 
Total 90 100.0 100.0 1  
Ninety students participated in this study of which 48 female students 
(53.3%) and 42 male students (46.7%). The following table shows the 
statistics of the students' age groups. The students age was graded between 
21 year and more than 26 years. Table (4.2): shows the frequencies and 
percentage of the students' age groups. 
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TABLE 4.2: ACE 
Frequency Percent Valid 
Percent 
Cumulative 
Percent 
Valid 	21-23 Years 62 68.9 68.9 68.9 
24-26 Years 22 24.4 24.4 93.3 
More than 26 year 6 6.7 6.7 100.0 
Total 	1  90 1 	100.0 100.0 
As shown in Table (4.2), 62 (68.9%) of the students range between 
21-23 years. while 22 of the students (24.4%) range from 24 to 26 years and 
only 6 (6.7%) of students are more than 26 years. 
Table (4.3) below shows the frequencies and percentages of the 
students' number in each faculty. 
TABLE 4.3: FACULTY 
Frequency 	Percent Valid Percent Cumulative 
Percent 
Valid Aden 30 33.3 33.3 33.3 
Shabwa 30 33.3 33.3 66.7 
Abyan 30 33.3 33.3 100.0 
Total 90 100.0 100.0 
As shown in Table (4.3) the 90 students were distributed equally 
among the three faculties of Aden University, i.e. 30 students (33.3%) were 
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taken from each faculty. The participants number were 30 (33.3%) from 
each of the three Yemen governmental college: Aden, Shabwa, and Abyan 
as presented in fable (4.3). 
Table (4.4): shows the frequencies and percentages of the classes 
when starting learning English. 
TABLE 4.4: CLASS WHEN STARTING LEARNING ENGLISH 
Frequency Percent 	Valid 
Percent 
Cumulative 
Percent 
Valid Class 7 76 84.4 	84.4 84.4 
Class 5 10 11.1 	11.1 95.6 
Class 1 4 4.4 	4.4 100.0 
Total 90 100.0 	100.0 
As shown in Table (4.4) the vast majority of students, 76 (84.1%) 
starting learning English at 7 because the formal learning English in Yemen 
was implemented from the seventh, class. 
Ten students (11.1%) started learning English from the fifth class, and 
only four students (4.4%) started teaming English from the first class. 
Table (4.5) shows the frequencies and percentages of the students 
attendance of English courses before joining university. 
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TABLE 4.5: ATTENDING ENGLISH COURSE BEFORE JOINING 
UNIVERSITY 
Frequency 	Percent 	Valid Percent Cumulative 
Percent 
Valid No 45 50.0 50.0 50.0 
Yes 45 50.0 50.0 100.0 
Total 90 100.0 100,0 
Students' responses to whether they studied or attended English 
courses before joining university showed that 45 students (50%) attended 
English courses before joining the university, and similarly 45 of students 
(50%) did not attend any English courses before joining the university. 
Table (4.6) below reports the statistical analysis of learning English 
courses beside university. 
TABLE 4.6: LEARNING ENGLISH BESIDE UNIVERSITY 
ENGLISH COURSE 
Frequency 	Percent I Valid Percent I Cumulative 
Percent 
Valid No 	79 	87.8 	87.8 	87.8 
Yes 	11 	12.2 	12.2 	 100.0 
Total 	90 	100.0 	100.0 
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As can be seen in Table (4.6), from the vast majority of students' 
point of view 79 (87, 8) would not like to learn more English courses beside 
university courses and give "NO" answered only 11 students (12.2%) 
responded "Yes" they want to learn English courses besides university 
courses. 
Table (4.7): shows the frequencies and percentages of students 
responses for having a chance to use English in daily life. 
TABLE 4.7: HAVING A CHANCE TO USE ENGLISH IN DAILY 
LIFE 
Frequency 	Percent 	Valid Percent 
Valid No 	46 	51.1 	51.1 
Yes 	44 	48.9 	48.9 
Total 	90 	100.0 	100.0 
Cumulative 
Percent 
51.1 
100.0 
As can be seen in Table (4.7) the statistical analysis indicated that 46 
(51.1%) of students responded with "No" and 44 (48.9%) of students 
responded with "Yes". 
Table (4.8): reports the data about being able to watch English news 
program or movies on TV. 
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TABLE 4.8: WATCHING ENGLISH NEWS PROGRAMS OR 
Valid No 
Yes 
Total 
MOVIES ON TV 
Frequency 	Percent 	Valid Percent 
23 	25.6 	25.6 
67 	74.4 	74.4 
90 	100.0 	100.0 
Cumulative 
Percent 
25.6 
100.0 
The data is Table (4.8) not surprisingly, showed more interest in 
watching English subjects among the students, 67 (74.4%) of the students 
responded with only "Yes", and 23 (25.6) of students responded with "No". 
Table (4.9), shows the frequencies and percentages of students 
regarding the reading English magazines, newspapers or books. 
TABLE 4.9: READING ENGLISH MAGAZINES, NEWSPAPERS OR 
BOOKS (L-NRELATED TO UNIVERSITY COURSE) 
Frequency 	Percent 	Valid Percent Cumulative 
} Percent 
Valid No 	35 	38.9 	38.9 	 38.9 
Yes 	55 	61.1 	61.1 	 100.0 
Total 	90 	100.0 	100.0 
As can be seen in Table (4.9) the data about being able to read English 
magazines, newspapers or books indicated that 55 (61.1%) of students read 
English magazines, newspapers or books unrelated to university courses, and 
35 (38.9%) of students did not read subjects unrelated to university courses. 
The following section presents and interprets the results of the 
research questions of this study. 
The data obtained from the survey questionnaire and reading 
comprehension tests were entered onto the computer and analyzed with 
several statistical procedures like descriptive statistics, One-way Analysis of 
Variance (ANOVA), Paired Sample T-test and Spearman correlation on 
SPSS (Ver. 16.0). 
The 49 various items about motivation and strategy use from different 
sources as mentioned before were designed in order to measure the degree of 
agreement with each item, with a five point variation ranging from strongly 
agree to strongly disagree. In addition, crosstabulation analysis were used to 
explore the relationships between the demographic data (gender — faculty 
groups) of the participants involved in the study and the three variables, in 
order to determine whether these demographic differed in their performance 
according to categoric groupings of the sample. 
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4.3 Findings of Research Questions 
4.3.1 Findings of Research Question One 
The first research question was: To what extent is the effect of 
motivation on reading comprehension? 
The findings in this section are broken up into three major categories: 
1. Integrative motivation and Attitude 
2. Instrumental motivation. 
3. Reading motivation. 
The results in this section show motivation in terms of instrumental 
motivation and integrative motivation among EFL students in the three 
colleges of Aden University. The descriptive statistic of the first category is 
presented in Table (4.10). 
TABLE 4.10: SHOWS THE SUMMARY OF DESCRIPTIVE 
STATISTICS OF MOTIVATIONAL VARIABLES 
Motivation 
Integrative Motivation 
Mean Standard Deviation 
3.94 1.05 
Instrumental 
Motivation 
4.18 .99 
Reading Motivation 3.69 1.39 
I13 
As indicated in Table (4.10), the mean of 90 students' instrumental 
motivation was 4.18 with approximately 47.8% (N = 86) of students 
showing a moderate to high degree of this type of motivation. 
According to the second category the overall mean of integrative 
motivation and attitude was 3.94 with approximately 46.7% (No = 86) of 
students. 
However, the mean of reading motivation indicated a high degree of 
motivation 3.69 among 47.9% (N = 84) of students. 
The results indicated that the students had strong instrumental and 
moderately strong integrative, reading motivation. 
the students' percentages indicated that they tended to be more 
instrumentally motivated than interactively motivated in learning English, 
while reading motivation degree was moderately strong. 
The results of EFL students' attitudes toward learning English, as 
mentioned in Gardner and Lambert findings (1970) that the desire, interest, 
and attitude toward foreign languages are one of eight scales to measure the 
strength of the integrative motivation. The descriptive statistic of the second 
category is presented in table (4.11). ( Section II of Appendix A) 
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TABLE 4.11: SHOWS THE SUMMARY OF DESCRIPTIVE 
STATISTICS OF STUDENTS' ATTITUDES 
Attitude Mean 
3.97 
Standard Deviation 
Attitude towards learning English 1.19 
Attitude towards English Speakers 3.53 1.02 
Desire to learn English 4.20 1.11 
Interest in Foreign language 3.93 .97 
The scores in Table (4.11) indicated that the mean scores of the students 
desire to learn English were the highest (4.20) among the EFL students of 
Yemeni colleges, followed by the students high positive attitudes toward 
English Language Learning (3.97), while the mean scores of the students 
interest in foreign language were moderately high (3.93), the students 
attitudes toward English speakers had the lowest among the students of 
Yemeni Colleges. 
TABLE 4.12:THE SUMMARY OF DESCRIPTIVE STATISTICS FOR 
THE THIRD CATEGORY, READING MOTIVATION 
	
Reading Motivation I 	Mean 	I Standard Deviation 
Self-efficacy 	I 	3.66 	 1.74 
Curiosity 	I 	3.72 	I 	1.04 
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Due to the intrinsic value of reading curiosity, and reading efficacy 
which refer to an individual's sense of efficacy and beliefs about their ability 
in terms of reading in English this study conducted these two scales. 
As shown in table (4.12), reading curiosity has the highest mean 
scores (3.72), followed by the scores of self-efficacy (3.66). 
4.3.2 Findings of Research Question Two 
The second research question was: To what extent is the effect of 
reading strategies on EFL students' comprehension? 
The results of the second research question are presented in Table 
(4.13). The analysis the research question two is based on the detailed 
summary of descriptive statistics of 29 items in Reading Strategy Survey, 
which have been used by Oxford (1990) and Mokhtari and Richard (2002). 
This is presented in Section III of Appendix A. 
The findings in this section are based on the use of the following three major 
categories of reading strategies as given below: 
1. Cognitive strategies (memory, compensatory strategies) 
2. Metacognitive strategies ( global, support strategies) 
3. Socio affective strategies ( social and affective strategies) 
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TABLE 4.13: SHOWS THE DESCRIPTIVE STATISTICS OF 
OVERALL MEANS AND STANDARD DEVIATION OF 
STRATEGIES VARIABLES 
Reading Strategies Mean Standard Deviation 
Memory-related strategies 3.69 
3.57 
0.975 
Support reading strategies 1.026 
Compensatory strategies 3.48 0.922 
Global reading strategies 3.75 0,928 
Affective strategies 3.79 1.065 
Social strategies 3.82 0.961 
The detail results indicated that the most frequently used strategy was 
social strategy (M — 3.82), followed by Global reading strategy (M = 3.75), 
Affective strategy (3.79), Memory — related strategy (M = 3.69), Supports 
reading strategy (M = 3.57), compensatory strategy (M = 3.48) respectively. 
Out of the 29 items included in the Reading Strategy Survey only 10 
items have been found to be most frequently used in all the six strategy 
variables as discussed in the major categories of Reading Strategies. 
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TABLE 4.14: SHOWS THE TEN STRATEGIES USED MOST 
FREQUENTLY BY THE STUDENTS 
Reading Strategies Mean Standard 
Deviation 
I think about what I know to help me 4.05 0.739 
understand what I read. 
I have a purpose in mind when I read. 4.03 	0.867 
I take an overall view of the text to see what it 4.02 1.080 
is about before reading it. 
4.00 0.749 If I cannot think of an English word. I use a 
word or phrase that means the same thing. 
I use new English words in a sentence so I 3.97 0.873 
can remember them. 
I try to guess what the content of the text is 	3.97 0.847 
about when I read 
I 	use 	context 	clues 	to 	help 	me 	better 	3.95 0.923 
understand what 1 am reading. 
0.926 I ask for help from English speakers. 	3.92 
If I do not understand something in English, I 3.88 0.917 
ask the other person to slow down or read it 
again. 
I practice my reading in English with other 3.88 0.827 
students. 
The most popular strategy used by the students was related to the item 
"I think about what T know to help me understand what I read" (M = 4.05). 
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Five out of ten were Global reading strategies, which included the following 
item. "I think about what I know to help me understand what I read" (M = 
4.05), "I have a purpose in my mind when I read" (Ni = 4.03), "1 take an 
overall view of the text to see what it is about before reading it" (M = 4.02), 
"I try to guess what the content of the text is about when I read" (M = 3.97), 
"I use context clues to help me better understand what I am reading" (M = 
3.95). 
the most frequently used compensatory strategy was in the item "If I 
cannot think of an English word I use a word or phrase that means the same 
thing", (M = 4.00). 
The most frequently used memory strategy was in the statement "I use 
new English words in a sentence so I can remember them" (M = 3.97). The 
most frequently used social strategies included in "I ask for help from 
English speakers" (M = 3.92), "If I do not understand something in English, 
I ask the other person to slow down or read it again" (M — 3.88), "1 practice 
my reading English with other students" (M = 3.88). 
The descriptive statistic of the results of this comparison indicated that 
the students were highly affected by global reading strategies, five out of the 
ten strategies in Table (4.14) were global reading strategies (items 34, 35, 
36, 37, 38) followed by the effect of social strategies (items 46, 47, 48) 
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which presented high mean scores. It can be noticed also that despite of the 
high mean score of one item from compensatory strategies (items, 33), the 
overall means of this strategy recorded moderate mean scores, while 
memory strategies had high overall mean scores (items 21, 22, 23, 24) for all 
moderate mean scores. 
The results of this comparison also show the six least used strategies 
Table (4.15) shows the least frequently used strategies. 
TABLE 4.15: THE SIR STRATEGIES USED LEAST OFTEN BY THE 
STUDENTS 
Reading Strategies Mean Standard 
Deviation 
I read English without looking up every 2.97 1.049 
new word. 
skim 	the 	text 	first 	by 	noticing 3.28 0.914 
characteristic 	like 	length 	and 
organization 
When I read, I guess the meaning of 3.34 1.109 
unknown words of phrases. 
I check my understanding when 1 come 3.38 0.979 
across conflicting information. 
3.41 1.150 I paraphrase (restate ideas in my own 
words) to better understanding what I 
am reading 
120 
Table (4.15) indicated that among the 29 strategies, the least affected 
compensatory strategies was included in "1 read English without looking up 
every new word" (M = 2.97). 
The least frequently used global reading strategies included in "I skim 
the text first by noticing characteristics like length and organization" (M = 
3.28). 
The least frequently mean score of support strategies included in 
"When I read I guess the meaning of unknown words or phrase" (M = 3.34), 
"I paraphrase (restate ideas in my own words) to better understand what I am 
reading" (M = 3.41). 
The total gender and faculty groups performance scores were 
measured by responses to each statements on the survey. 
The frequency and percentage were calculated for each response, in 
addition to mean and standard deviation. 
The 49 items, 20 items for motivation variables and 29 items for 
reading strategy categories were designed to measure the degree of 
agreement with each item based on 5-point Likert scales ranging from 
strongly disagree to strongly agree the results of this analysis had shown in 
the following tables. 
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Table (4.16) presents minimum, maximum and mean scores as well as 
standard deviation on pretest totals for gender response EFL Yemeni 
undergraduate students in the three faculties. 
TABLE 4.16: THE RATE, MEAN AND STANDARD DEVIATION 
OF PRE-TEST FOR GENDER 
Gender N Minimum 
26.00 
Maximum Mean SD 
13.49 Female 48 89.00 47.10 
Male 
Total 
42 30.00 
	
81.00 	49.30 
89.00 	48.13 
13.15 
90 26.00 13.30 
The maximum scores of gender response was 89.00, the minimum 
was 26.00. The mean scores for female was 47.10, while the male mean 
scores was higher 49.30. 
Table (4.17) presents minimum, maximum, and mean scores as well 
as standard deviation on posttest totals for gender response of EFL Yemeni 
undergraduate students in the three faculties. 
TABLE 4.17: THE RATE, MEAN AND STANDARD DEVIATION 
OF POST-TEST FOR GENDER 
Gender N Minimum Maximum 	Mean SD 
Female 48 33.00 97.00 	65.72 20.50 
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Male 42 
90 
	
30.00 	98.00 	64.54 
30.00 	98.00 	65.17 
20.09 
7btal 20.20 
The average of gender response in the posttest was 65.17, the 
maximum was 98 and minimum was 30.00. The mean scores of female 
performance in the posttest was 65.72, and the mean scores of male was 
64.54. 
Table (4.18) presents minimum, maximum, and mean scores as well 
as standard deviation on pretest totals for faculty groups response of EFL 
Yemeni undergraduate students. 
TABLE 4.18: THE RATE, MEAN AND STANDARD DEVIATION 
OF PRE-PEST FOR FACULTY GROUPS 
Faculty 	N Minimum 	Maximum 	Mean SD 
Aden 
Shabwa 
30 30.00 
30.00 
81.00 
81.00 
46.36 12.11 
30 49.40 	12.66 
Abvan 30 26.00 89.00 48.63 	15.20 
Total 90 26.00 89.00 48.13 13.30 
The maximum scores of the students response for the three groups, 
was 89.00 and the minimum was 26.00. The highest mean scores recorded 
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by groups of Shabwa faculty 49.40, followed by groups of Abyan faculty 
48.63, then the groups of Aden faculty 46.36. 
Table (4.19) presents minimum, maximum, and mean scores as well 
as standard deviation on pretest totals for faculty groups response of EFL 
Yemeni undergraduate students. 
TABLE 4.19: THE RATE, MEAN ANTI STANDARD DEVIATION 
OF POST-TEST FOR GENDER 
Faculty N Minimum Maximum Mean SD 
Aden 30 
30 
30.00 97.00 
98.00 
66.16 18.56 
Shabwa 30.00 61.70 81.91 
Abyan 30 
90 
30.00 97.00 67.66 23.04 
Total 30.00 98.00 64.17 20.20 
The average of faculty groups differences in their performance in the 
posttest was 65.17, the maximum was 98.00, and the minimum was 30.00. 
The mean scores of Abyan faculty was the highest 67.66, followed by Aden 
faculty 66.16, then Shabwa faculty 61.70. 
4.3.3 Findings of Research Question Three 
the third research question of this study was: What are the 
relationship between motivation and reading strategies measured variables 
and students performances in the reading comprehension tests (Pretest and 
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posttest); is there significant correlation between the motivation and reading 
strategies variables and the students performances scores in the pretest and 
posttest. 
For data analysis, means, standard deviations, spearman correlation 
coefficient of variables with students performance were conducted for the 
comparison purposes. To find the correlation, spearman test is computed to 
investigate the correlation between the measured eight variables of 
motivation, six categories of strategies and the students' performances in the 
pretest and posttest. 
The results of this analysis has shown in two tables one for the 
correlation between the students performances and the motivational 
variables, and the other between the students' performance and the strategies 
variables. 
4.3.3.1 Motivational Variables 
Fable (20) illustrates the eight motivational variable (20 items) 
correlation with learners performances in pretest and posttest. 
The motivational items (1-20) and the students' performances were 
presented in details in Table (4.20). 
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TABLE 4.20: MOTIVATION CORRELATION WITH 
LEARNERS' PERFORMANCE IN THE PRE-TEST 
Q. Pretest 	Posttest 
Qi Correlation Coefficient 	 -.288 	-.030 
Sig (2-tailed) 	 .006 782 
Q2 Correlation Coefficient .066 .157 
Sig (2-tailed) 0.538 .143 
Q3 Correlation Coefficient .065 .418 
Sig (2-tailed) .548 .000 
Q4 Correlation Coefficient .043 .066 
Sig (2-tailed) .687 .540 
Q5 Correlation Coefficient .035 .305 
Sig (2-tailed) .011 004 
Q6 Correlation Coefficient .011 .322 
Sig (2-tailed) .920 .002 
Correlation Coefficient .119 .267 Q7 
Sig (2-tailed) .266 .011 
Q8 Correlation Coefficient .047 .207 
Sig (2-tailed) .660 .052 
Q9 Correlation Coefficient -.222 .086 
Sig (2-tailed) .037 .424 
Q10 Corrclation Coefficient .084 .323 
Sig (2-tailed) .434 .002 
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Correlation Coefficient .107 .150 NQl Sig (2-tailed) .320 .160  Correlation Coefficient .079 .137 
Sig (2-tailed) .461 .201 
Ql3 Correlation Coefficient .121 .160 
Sig (2-tailed) .257 .134 
Q14 Correlation Coefficient .003 .131 
Sig (2-tailed) 
Correlation Coefficient 
.977 .222 
QIS -.102 	-.010 
Sig (2-tailed) .343 .923 
Q16 Correlation Coefficient 0.45 .059 
Sig (2-tailed) .676 .583 
Q17 Correlation Coefficient 111 .119 
Sig (2-tailed) .299 266 
Q18 Correlation Coefficient .104 .152 
Sig (2-tailed) .332 .156 
Q19 Correlation Coefficient .172 .258 
Sig (2-tailed) .107 .015 
Q20 Correlation Coefficient .091 .318 
Sig (2-tailed) .394 .002 
The results shows some significant correlation among the 20 items of 
eight motivational variables. It was found that the correlation between the 
students' attitude towards English speakers (2 items) and the pretest was 
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significant as the p-vales (.006) less than .05 in the pretest, while there was 
no significant correlation with the posttest (.782), i.e. more than .05, but the 
correlation is reverse with correlation coefficient (-.288, -.030) respectively. 
Attitude towards learning English (3 items) revealed no significant 
correlation with the pretest in the three items at (p-values = 548, 687, 744), 
respectively, i.e. more than .05, while there was two high significant 
correlation with the posttest at (p-value = .000, -004) less than .05 and the 
correlation is direct with correlation coefficient (.418", .305") at .05 level. 
Desire to learn English (2 items) had no significant correlation at p-
value = .920, 226 (more than .05) in the pretest, while there was high 
significant correlation with the posttest at (p-value = .002, .011) less than .05 
and the correlation is direct with correlation coefficient (.322", .267`) at .05 
level. 
Interest in foreign language (3 items) had significant correlation in 
one item at (p-value — .037) less than .05, but the correlation is reverse with 
correlation coefficient (-.222'), while the significant correlation in the 
posttest was at (p-value = .002) less than .05, and the correlation is direct 
with correlation coefficient (.323") at .05 level. 
The instrument orientation (2 items) had no significant correlation, 
while integrative orientation (2 items) had significant correlation at (P-value 
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— .015. .002), i.e. less than 0.5, and direct correlation coefficient (.258', 
318") at .05 level in posttest result only. 
4.3.3.2 Strategies Variables 
Table (4.21) shows the six strategies variables (29 items) correlated 
with the students' performances in the pretest and posttest. 
The strategies items (21-29), and the students' performances was 
presented in details in "Table (4.21). 
TABLE 4.21 MOTIVATION CORRELATION WITH 
LEARNERS' PERFORMANCE IN THE POST-TEST 
Q21 Correlation Coefficient .019 .234 
Sig (2-tailed) .860 027 
Q22 Correlation Coefficient .075 .174 
Sig (2-tailed) .483 .101 
Q23 Correlation Coefficient .133 .292 
Sig (2-tailed) .212 .005 
Q24 Correlation Coefficient .050 .209 
Sid; (2-tailed) .642 .048 
Q25 Correlation Coefficient .161 .294 
Sip (2-tailed) .130 .005 
Q26 	Correlation Coefficient .092 .122 
Sig (2-tailed) .390 .252 
Q27 Correlation Coefficient .176 .169 
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Si` (2-tailed) 
Q28 Correlation Coefficient 
Sig (2-tailed) 
Q29 Correlation Coefficient 
Sig (2-tailed) 
Q30 Correlation Coefficient 
Sig (2-tailed) 
Q3 I Correlation Coefficient 
Sig (2-tailed) 
Q32 Correlation Coefficient 
Sig (2-tailed) 
Q33 Correlation Coefficient 
Sig (2-tailed) 
	
096 	 .112 
.153 	 .203 
.150 	 .055 
.062 
	
228 
.560 	 .031 
.108 	 .148 
.312 	 .163 
.136 	 .087 
.203 	 .414 
-.003 	 .079 
.977 	 .457 
.269 
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.010 	 .007 
Q34 Correlation Coefficient .183 .146 
Sig (2-tailed) .084 .171 
Q35 Correlation Coefficient .052 .248 
Si` (2-tailed) .624 .019 
Q36 Correlation Coefficient .083 .245 
Sig (2-tailed) .435 .020 
Q37 Correlation Coefficient -.019 .262 
Sig (2-tailed) .857 .013 
Q38 Correlation Coefficient -.090 -.012 
Sig (2-tailed) .397 .913 
Q39 Correlation Coefficient .069 .073 
Sig (2-tailed) .517 .494 
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Q40 Correlation Coefficient 	 .018 	 .327 
Sig (2-tailed) 	 .867 	 .002 
Q41 '; Correlation Coefficient 	 .035 	 .196 
Sic, (2-tailed) 	 .743 	 .064 
Q42 Correlation Coefficient .013 .301 
Sig (2-tailed) .905 .004 
Q43 Correlation Coefficient .153 .067 
Sig (2-tailed) .150 .531 
Q44 Correlation Coefficient .231 .357 
Sig (2-tailed) 0.29 .001 
Q45 	Correlation Coefficient .032 .057 
Sig (2-tailed) .766 .593 
Q46 	Correlation Coefficient 0.95 .145 
Sig (2-tailed) .371 .173 
Q47 	Correlation Coefficient .015 .120 
Sig (2-tailed) .889 .261 
Q48 	Correlation Coefficient .000 .098 
Si` (2-tailed) .997 .359 
Q49 	Correlation Coefficient -.032 -.145 
Sig (2-tailed) .764 .172 
According to the strategies measured variables memory related 
strategies (3 items) revealed high significant correlation with student's 
performance in posttest at (p-value = .027, .005, .48), i.e. less than .05, and 
F1 
the correlation is direct with correlation coefficient (.243`, 292"', .209') at 
05 level. 
The results of support reading strategies (5 items) show significant 
correlation in two items in posttest scores at (p — value = .005, .031) less 
than -05, and the correlation is direct with correlation coefficient (.269', 
228") at .05 level. 
Compensatory strategies (4 items) recorded one significant correlation 
at (p — value 	.010) less than .05 in pretest at (p — value = .007) less than 
.05 in posttest, and the correlation is direct with correlation coefficient 
(.269', .284"') respectively. 
Global reading strategies (9 items) revealed high significant 
correlation in five items in posttest only at (p — value = .019, -020, .013, 
002, .004), and the correlation is direct with correlation coefficient (.248', 
.245', .262', .327", .301") at .05 level. 
Affective strategies (3 items) show high correlation in one item in 
pretest and posttest scores at (p-value = .029, .00 1), i.e. less than .05, and the 
correlation is direct with correlation coefficient (.231', .357") respectively. 
Overall means, standard deviations of measured variables and 
spearman correlation with pretest and posttest. 
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A Spearman correlation coefficient was performed on the overall 
means of the partner's motivation variables and reading strategy categories 
and their performance in the reading comprehension tests (pre-test and 
posttest) scores, as measured by the survey questionnaire and reading 
comprehension tests. The following section will include the presentation and 
analysis of the above data with regarding the first and second hypothesis. 
4.3.4 Findings for Research Question Four 
This study intended to use One-way Analysis of Variance (ANOVA) 
with the Paired Sample Test to answer research question 4: What are the 
difference between the students' performance in the pretest and posttest. 
After the results of descriptive statistic of the reading comprehension 
tests, One-way Analysis of Variance (ANOVA) was used on the mean of 
pretest-posttest scores of statistical comparisons between the responses, in 
relation to the demographic categories (gender, faculty groups) determined if 
significant differences existed between these grouping. 
Table (4.22) illustrates the results of One-way Analysis of Variance 
for the total mean responses as a function of the gender of the participants in 
the pre-test. 
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TABLE 4.22: THE RESULT OF ONE WAY ANOVA FOR 
GENDER RESPONSE IN THE PRE-TEST 
Gender 	dl 	Sum of 
Square 
Mean 	F 
Squares 
Sig. 
Between 
Groups 
1 108.945 	108.945 .613 .436 
Within Groups 	88 15651.455 177.857 
Total 	 89 15760.400 
It is evident from table (4.22) that the difference between the students 
performance as a function of gender is not statistically significant in the 
pretest as the P-value was .436 more than .05. The null hypothesis should 
not be rejected. 
4.4 Analysis of Data for Hypotheses 
4.4.1 Analysis of Data for First Hypothesis 
The purpose of this study was to determine the relationship between 
learners' motivation variables and their performance in the reading 
comprehension tests (pre-test and post-test). This problem was expressed in 
the null form for analysis. The null hypothesis was stated as follows: There 
is no effect of the learners' motivation on their reading comprehension. 
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The Spearman correlation coefficient test was used to measure the 
strength of the relationship between the variables. A .05 level of significance 
was used as a determination of a significant relationship between the 
learners' motivation and their performance in the reading comprehension 
tests (pretest and posttest). The result of the Spearman correlation coefficient 
test performed on the overall means scores of the learners' motivation 
variables and their performance in the reading comprehension tests did not 
show a significant relationship between the two variable, indicating that 
there is little linear relationship between the two variables. Therefore, the 
null hypothesis that there is no effect of learners' motivation on their reading 
comprehension is not rejected. 
Table (4.23) illustrates the information concerning the Spearman correlation 
between the mean scores of learners' motivation variables and their 
performance in the reading comprehension tests. 
TABLE 4.23: ATTITUDE CORRELATION WITH LEARNERS' 
PERFORMANCE IN THE POST-TEST 
Mean 	St. Pre Sig. 	Post Sig 
Deviation Test Test 
Attitude towards English 3.53 	1.02 .177 .272 .093 .462 
Speakers 
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Attitude towards 
learning English 
3.97 	1.19 .047 	.659 	.263 .181 
Desire of learn English 4.20 	1.11 .065 .593 	.294 .006 
Interest in foreign 
language 
3.93 	.97 .117 .377 	.205 .159 
Curiosity 3.72 1.04 .102 .346 .149 .165 
Self-Efficacy 3.66 1.74 .050 .665 .066 .576 
Instrumental Orientation 4.18 .99 .107 .315 .135 .211 
Integrative Orientation 	4.08 .97 	.131 .250 .882 	.008 
As can be seen from the results in Table (4.23), among the eight 
motivational variables only two variables revealed significant correlation 
with posttest scores, desire to learn English and integrative orientation. 
The results indicated that the overall mean of desire to learn English 
(4.20) and integrative orientation (4.08) were found to be positively 
correlated with posttest scores (.294", .882") at p - .05 level, which 
actually had significant correlation (.006, .008), i.e., less than .05. 
According to strategies variables, memory related overall, mean 
(3.70) was found to be positively correlated with pretest scores (.227') at (p 
- value = .05) which actually had a significant correlation (.45) i.e. less than 
.05. 
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4.4.2 Analysis of Data for Second Hypothesis 
The second purpose of this study was to determine the relationship 
between reading strategies and the learners performance in the reading 
comprehension tests (pretest and posttest). This problem was expressed in 
the null form for analysis. 
The null hypothesis was stated as follows: 
There is no effect of reading strategies on EFI, students' 
comprehension. 
The Spearman correlation coefficient test was used to measure the 
strength of the relationship between the variables. A.05 level of significant 
relationship between the reading strategy use and the student performance in 
the reading comprehension tests. The result of the Spearman correlation 
coefficient test performed on the overall means scores of the reading 
strategies and the students performance in the reading comprehension tests 
did not show a significant relationship between the two variables, indicating 
that there is little linear relationship between the two variables. Therefore, 
the null hypothesis that there is no effect of reading strategy on the students' 
comprehension is not rejected. 
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Table (4.24) illustrates the information concerning the Spearman 
correlation between the mean scores of reading strategies and the students' 
performance in the reading comprehension tests. 
TABLE 4.24: SCORES OF READING STRATEGIES AND 
STUDENTS' PERFORMANCE IN READING COMPREHENSION 
TEST 
Memory-related 	3.70 .93 .227 .045 .069 .549 
Strategies 
	
~ Support reading strategies 3.58 	1.03 	.203 	.091 	.155 	.128 
Compensatory strategies 	3.49 	.93 	.149 1 .260 1 .129 	.375 
Global reading strategies 	3.76 	.93 	.201 	.188 	.062 	.504 
Affective strategies 	3.80 1 1.04 	.160 	.375 	.138 	.315 
Social strategies 	3.83 	.96 	.127 	.241 	.035 	.755 
As can be seen from the results in Table (4.24) regarding to strategies 
variables, memory related overall mean (3.70) was found to be positively 
correlated with pretest scores (.227*) at (p-value = .05) which actually had a 
significant correlation (.45), i.e. less than .05. 
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4.4.3 Analysis of Data for Third Hypothesis 
Table (4.25) shows the results of One-way Analysis of Variance 
(ANOVA) for the total mean responses as a function of the gender in the 
post-test. 
TABLE 4.25: THE RESULT OF ONE WAY ANOVA FOR 
GENDER RESPONSE IN THE POST-TEST 
Gender df Sum of Square Mean 
Squares 
F 	Sig. 
Between 
Groups 
1 31.272 31.272 .076 .784 
Within Groups 	88 36315.884 	412.680 
Total 	89 36347.156 
It is evident from Table (4.25) that the difference between the students 
performance as a function of gender is not statistically significant in the 
posttest as the P-value was .784 more than .05. The null hypothesis should 
not be rejected. 
Table (4.26) show the result of One-way Analysis of Variance 
(ANOVA) for the total mean responses in the pretest for the three faculty 
groups. 
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TABLE 4.26: THE RESULT OF ONE WAY ANOVA FOR 
FACULTY GROUP RESPONSE IN THE PRE-TEST 
Faculty Group 	df Sum of Square Mean 
Squares 
F Sig. 
Between 
Groups 
2 149.267 74.633 	.416 .661 
Within Groups 87 	15611.133 	179.438 
89 	15760.400 Total 
It is evident from table (4.26) that the difference between the students 
performance as a function of faculty is not statistically significant in the 
pretest as the P-value was .661 more than .05. The null hypothesis should 
not be rejected. 
Table (4.27) show the results of One-way Analysis of Variance 
(ANOVA) for the total mean responses in the posttest for the three faculty 
groups. 
TABLE 4.27: THE RESULT OF ONE WAY ANOVA FOR 
FACULTY GROUP RESPONSE IN THE POST-TEST 
Faculty df 	Sum of Square Mean 	F Sig. 
Groups Squares 
Between 2 	578.022 289.011 .703 .498 
Groups 
Within Groups 87 	35796.133 	411.139 
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Total 	 89 	36347.156 
It is evident from table (4.27) that the difference between the students 
performance as a function of faculty is not statistically significant in the 
posttest as the P-value was .498 more than .05. '[he null hypothesis should 
not be rejected. 
Table (4.28) below summarizes the results of one-way analysis of 
variance (ANOVA) for the over means of students' performance in the 
reading comprehension test (pretest and posttest) in the three colleges. 
TABLE 4,28: THE OVERALL MEANS OF STUDENTS' 
PERFORMANCE IN THE READING COMPREHENSION 
Sum of 
Squares 
dl Mean 
Square 
f Sig 
Posttest Between Groups 	149.267 2 74.633 .416 .661 
Within Groups 	15611.133 87 179.438 
Total 	 15760.400 89 
Posttest Between Groups 578.022 2 289.011 703 .498 
Within Groups 35769.135 87 411.139 
Total 36347.156 89 
The statistical procedure of one-way analysis of variance (ANOVA) 
was used to indicate any difference in the students' performance in the 
pretest and post test. As shown in Table (4.28) there is no difference among 
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the groups in their performance in the pretest and posttest as the p-value was 
(.661) more than .05 in the pretest, and the p-value was (.498) in the posttest. 
On the other hand, Paired Sample Test was conducted to compare the 
difference between the two means scores of the pretest and posttest. 
Statistical comparison of the students' performance using Paired Sample 
Test procedure to indicate statistical significance of the difference between 
the two means (pretest and posttest) are illustrated in Table (4.30). 
'table (4.30) Paired-Sample T-test results for the differences between 
the overall pretest and posttest of the students' performance. 
TABLE 4.29: DIFFERENCE BETWEEN THE OVERALL OF 
PRETEST AND POSTTEST OF THE STUDENTS' 
PERFORMANCE 
Paired Difference 
Mean Std. 	Std. 95% Confidence t df 	Sig. 
Deviation 	Error Interval of the tailed 
Mean Differences 
PairI 1.70444 23.53907 2.48124 12.11428 21.97461 6,869 89 .000 
Pretest  
Posttest 
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As shown in Table (4.30) above, there was a significant difference 
between the overall means scores of students' performance in the pretest and 
posttest as the p-value was (.000), i.e. less than .05 level. 
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CHAPTER FIVE 
CONCLUSION 
5.0 Overview 
This chapter provides conclusion of the study. The chapter is divided 
into three sections. The first section (5.1) deals with the findings of the 
study, which also includes summary of the key findings. 'this is followed by 
conclusion discussed in section 5.2. The last section provides 
recommendations drawn from this study. 
5.1 Findings of the Study 
The findings that follow are based on the results of the statistical tests 
and data analyses: 
The results regarding students' background information shows that most of 
the participant were between six years of learning English experience 
(N=76) that makes up 84.1%, and that they had positive attitude towards 
English learning. 
The data analysis also shows that more than half of the respondents 
show their interest to learning English through watching English News or 
TV programs (61.1%). A possible interpretation of these finding might be 
the result of social tendencies that are affected by globalization. This affect 
of globalization is noted by Zughoul (2003), as: "in the Arab world in 
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particular, the imposed Western (American) cultural influence as represented 
in all its form, like fashion, music, culture of the young, fast food, 
entertainment, business transactions, internet cafes, and western ways of 
living is noticeable in every Arab urban center (cited in Tamimi, 2009). 
The results indicated that the participants N = 79 (87.8%) responded 
to "No" for having courses beside the university and only 11 (12.2%) 
responded to "Yes". While, about 44 (48.95%) responded to "Yes" for using 
English in daily life many factors might result in the students passive 
response. 
The results regarding the students responded to the motivational 
questionnaire as indicated by the findings of the present study, the students 
are instrumentally motivated in lcaming English. 
Instrument motivation is strongly goal oriented and "doesn't seem to 
involve any identification of feeling of closeness with other language 
group." Gardner (2002:10) 
L2 learners might apply instrumental motivation, which operates as 
a metacognitivc strategy whereby they persuade themselves to engage in L2 
learning even though they may not be any link between the language and 
culture (Zimmerman, 1989) 
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Although the results of the study indicated that the students of EFL 
undergraduate in the three faculties are instrumentally motivated toward 
learning English, the respondents in this study showed a considerable 
amount of integrativeness (4.20, 3.97, and 3.93). As mentioned before, 
integrativeness is measured by three scales: attitudes towards the target 
language group, interest in foreign languages, and integrative orientation 
which adopted in this study. 
Having integrative motivation means being ready to integrate into the 
target language community and culture. 
It is also theorized that integrative motivation typically underlines 
successful acquisition of a wide range of registers a native like pronunciation 
(Finegan, 1999 cited in Qashoa 2006). 
5.1.1 Summary of the Key Findings 
The key findings of the study are summarised below: 
(1) The mean of the 90 participants' instrumental motivation was 4.18 
with approximately 47.8% (N — 86) of students were moderate to 
highly motivated instrumentally. 
(2) The mean of the integrative motivation was (M-3.94); approximately 
46.7% of students were moderate to highly motivated integratively. 
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(3) The mean of the students' attitude toward English show that desire to 
learn English were the highest (M=4.20), followed by attitude toward 
learning English (M=3.97), interest in foreign language (M=3.93). 
(4) The mean of the students' reading motivation curiosity (M=3.72) and 
self-efficiency (M=3.66). 
(5) The most frequently used strategy was social (M=3.82), meta-
cognitive (Global) (M=3.75), affective strategies (M=3.79), then 
compensatory strategies (,MM3.48). 
(6) Comparing the use of 29 strategies, the most popular strategy was "I 
think about what I know to help me understand what I read (M°4.05). 
The least popular strategy was I try to read English without looking up 
every new word (M=2.97). 
(7) No significant differences were found in the mean scores of male and 
female in their response to the items, the maximum scores was 89,00, 
and the minimum was 26,00. The female performance in the protest 
was 47.10, and male was 49.30. 
(8) No significant differences were found in the mean scores of gender 
response in the three faculties, a.s the maximum was 98.00, and 
minimum was 30.00. The mean scores of female performance in the 
posttest was 65.72, and male was 64.54. 
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(9) No significant differences were found in the mean scores for faculty 
groups response in the pretest, Shabwa Faculty 49.40, Abyan Faculty 
48.63, and Aden Faculty 46.36. The maximum scores was 89.00, and 
the minimum was 26.00 
(10) No significant differences were found in the mean scores for faculty 
groups response in the posttest, Abyan Faculty mean scores was 
67.66, Aden Faculty 66.16, then Shabwa Faculty 61.70. The 
maximum scores was 98.00 and the minimum was 30.00 
(11) The results show a significant correlation found in students' desire to 
learn English (M=4.20). 
(12) The students desire to learn English is found positively correlated 
with posttest overall (M=420 — O.294** p. 006). 
(13) Te students' integrative found positively correlated with posttest 
overall (M=4.08), posttest scores (0.882**)  at p = 008. 
(14) Memory related overall mean (3.70) was found positively correlated 
with pretest scores (0.227*) at p. 045). 
(15) No significant differences existed between the students' performance 
in the pretest and posttest as a function of gender and group faculty (p. 
436), (p. 784) more than 0.05 respectively. 
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(16) The participant (N=90) 48 (53.3) female and 42 (46.7) male and their 
age graded between 21 years and more than 26 years old. 
(17) The vast majority of students, 76 (84.1%) start learning English at 7 
class only (4.4%) start learning English from the first class. 
(18) The results of students background show that (50%) only courses 
before university, and 79 (87.8%) of them would not like to learn 
more English courses beside University course. 
(19) The statistic analysis indicated that 46 (51.1%) had "No" answer for 
using English in daily life, and 44 (48.9%) answer (Yes). 
(20) The results show that 67 (74.4°%) of students answer `Yes' and only 
23 (25.6) for answer "No" for watching English News and TV. 
(21) About 55 (61.1%) of students read English magazine, and 35(38.9%) 
they do not read. 
5.2 Conclusion 
The purpose of this study was to investigate the relevance effect of 
motivation and reading strategies on EFL students' reading comprehension 
in Yemen. Through the research finding, several conclusions emerged from 
the study. 
Second language learners in EFL contexts often have difficulty 
understanding and locating the main idea of their assigned English texts. 
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This is due to the lack of awareness of strategies that are required for 
comprehension. 
Research has shown a strong correlation between reading 
comprehension and awareness and use reading strategies therefore it is 
important to teach and introduce the students to reading strategies. 
• First the finding related to learning motivation shows that the majority 
of the students were more instrumentally motivated than integratively 
motivated when learning English. 
• Second the students in this study had positive attitudes towards 
learning English language as the results show the highest scores in 
their response to most attitudinal survey e.g. desire to learn English 
interest in foreign language. 
• The results of reading motivation show that the mean of reading 
curiosity was moderately higher than self-efficacy, this is most likely 
due to the second language learner's lack of how to use reading 
comprehension strategies that plays a very important role in the 
reading process. 
• There is significant correlation between students' motivation and 
attitude and their performance in reading comprehension test reflect 
the students positive attitude to learn English. 
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• The significant correlation between students reading strategies and 
their performance in reading comprehension test reflect their 
awareness of using reading strategies. 
5.3 Recommendations 
As indicated by the findings of the present study, the EFL 
undergraduate students are instrumentally motivated in learning English. 
The students' instrumentality poses a necessity for change in the field of 
EFL. Teachers, educators and syllabus designers should be sensitive to 
learners' motives in recognizing their instrumentality. 
It is recommended that the foreign language teacher should adopt the 
role of a facilitator rather than an authority figure in the classroom to 
increase students' motivation (Oxford and Shearin 1994). 
The teacher can play a great role to enhance students' motivation in 
the classroom. 
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QUESTIONNAIRE 
Dear Respondent, 
I shall be grateful for your responses to this questionnaire. The 
information given 
in this questionnaire will be used for research purpose and wil I be kept 
confidential. So, please take it seriously. 
SECTION 1: BACKGROUND DATA 
Students' profile 
Name: (option) 
1. Gender: Male [ ] 	Female [ 	] 
2. Age: 
3. Faculty: 
4. When did you start learning English? 
Class I [ 	I 	Class 5 [ 	] 	Class 7 [ 	] 
5. Level of English courses attended before joining the University? 
Beginner [ 	I Intermediate [ 	] Advanced [ 	] 
6. Now (since you entered University) are you learning English beside that 
offered in University English class? 
176 
7. Do you read English magazines, newspaper or books (unrelated to school 
work)? 
Yes [ 	J No[ 	] 
8. Do you often watch news program or movies in English on TV? 
Yes[ ] No[ ] 
9. Do you have a chance to use English in your daily life? 
Yes[ 	] No [ 	] 
177 
SECTION II: ATTITUDE MOTIVATION TEST BATTERY (AMTS) 
AND ENGLISH READING MOTIVATION QUESTIONNAIRE 
(ERMQ) 
Motivational variables Strongly Disagree 	Uncertain Agree Strongly 
disagree agree 
Part Attitude toward English 
A speaker: 
1 I admire English 
speakers because they 
are very sociable, warm 
hearted and creative 
people. 
2 By being able to read in 
English, I hope to 
understand more deeply 
about lifestyles and 
cultures of English 
speaking countries. 
Part Attitude toward learning 
B  English: 
3 	I really enjoy learning 
English. 
4 English is an important 
part of school program. 
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5 	I plan to learn as much 
English as possible.  
Part 	Desire to learn English: 
C 
6 	i 1 wish I had begun 
studying English at an 
early age. 
7 	I wish I were fluent in 
English. 
Part 	Interest in foreign 
V 
D 	language: 
8 111 were visiting a 
foreign country, I would 
like to be able to speak 
the language of the 
people. 
9 1 enjoy meeting and 
listening to people who 
speak other language. 
10 	I often wish I could read 
newspaper and/or 
i magazines in another 
i y 
language. 
Part 	Situational interest: 
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F 
11 Even if reading were not 
a required subject, I 
would take a reading 
class any way. 
I like to read English 12 
novel. 
13 1 like to read about new 
things. 
Part Self- efficacy: 
F 
14 lain good at reading in 
English 
15 1 can make guesses to 
understand unfamiliar 
words. 
16 I am sure that I can skim 
the text to get the general 
meaning. 
Part Instrumental Orientation: 
G 
17 Studying English can be 
important for me 
because I will need it for 
my future career. 
18 Studying English can be 
important for me 
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because it will make me 
a more knowledgeable 
person. 
Part 	Integrative Orientation: 
I1 
19 	1 Studying English can be 
important for me 
because it will allow me 
to meet and have 
conversations with more 
and different people 
20 	Studying English can be 
important for me 
because I will be able to 
participate more freely in 
the activities of other 
cultural group 
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SECTION III: READING STRATEGIES 
Reading strategies 	Strongly 	Disagree Uncertain Agree Strongly 
disagree agree 
Part 	Memory-related 
i 	Strategies: 
21 	I think of the 
relationship between 
what I already know 
and new things I 
learn in English. 
22 	1 use new English 
words in a sentence 
so I can remember 
them.  
23 	! 1 review English 
lessons often. 
24 	I remember the new 
words or phrases by 
remembering their 
location on the page, 
on the board, or on a 
street sign. 
Part 	Cognitive Strategies: 
II 
25 	1 say or write new 
English words 
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several times, 
26 1 first skim an 
English passage 
(read over the 
passage quickly) then 
go back and read 
carefully. 
27 1 look for words in 
my own language 
that are similar to 
new words in 
English- 
28 I try not to translate 
word-for-word. 
29 I make summaries of 
information that i 
read in English. 
Part Compensatory 
ii Strategies: 
30 1 make up new words 
ill  do not know the 
right ones in English. 
31 I read English 
without looking up 
every new word 
32 1 try to guess what 
the other person will 
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say next in English 
33 If I cannot think of 
an English word, I 
use a word or phrase 
that means the same 
thlnw. 
Part Metacognitive 
iv Strategies 
34 1 try to find as many 
ways as I can to use 
my English 
35 1 notice my English 
mistakes and use that 
information to help 
me do better. 
36 1 pay attention when 
someone is reading 
English. 
37 1 think about what I 
know to help me 
understand what I 
read. 
38 I have clear goals for 
improving my 
English skills. 
39 	1 skim the text first 
by noticing 
characteristics like 
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length and 
organization. 
40 	Iecid 	what to read d 	e 
closely and what to 
ignore 
41 	I check my 
understanding when I 
come across 
conflicting 
information 
42 	1 check to see if my 
guesses about the 
text are right or 
wrong. 
Part 	Affective strategies: 
V 
43 	I try to relax 
whenever I feel 
afraid of using 
English. 
44 	1 encourage myself to 
read English even 
when 1 am afraid to 
make a mistake. 
45 	j 1 talk to someone 
else about how I feel 
when I am learning 
English. 
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Part 	Social strategies 
vi 
- T 
46 	If I do not understand 
something in 
English, I ask the 
i other person to slow 
down or say it again. 
47 	I practice my 
Fnulish with other 
students 
48 	I ask for help from 
English speakers 
49 	I try to learn about 
the culture of English 
speakers 
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APPENDIX-B 
PASSAGE FOR READING COMPREHENSION TEST-I 
Read the article "The mystery of the Maya" and then answer. 
The Mayan Indians lived in Mexico for thousands of years before the 
Spanish arrived in the 1500.The Maya were an intelligent, culturally rich 
people whose achievements were many. They had farms, beautiful places, 
and cities with many buildings. The Mayan people knew a lot about nature 
and the world around them This knowledge helped them to live a better life 
than most people of that time, because they could use it to make their lives 
more comfortable and rewarding. Knowledge about tools and farming, for 
instance, made their work easier and more productive. In ancient Mexico 
there were many small clearings in the forest. IN each clearing was a village 
with fields of corn, beans, and other crops around it. To clear the land for 
farms, the Maya cut down trees with stones axes. They planted seeds by 
digging holes in the ground with pointed sticks, A farmer was able to grow 
crops that produced food for several people. But not every Maya had to be a 
farmer. Some were cloth makers, builders, or priests. The Maya believed in 
many gods, including rain gods, sun gods, and corn gods. The people built 
large temples to honor the Maya gods. Skillful workers built cities around 
these temples. It was difficult for them to construct these cities, because they 
had no horses to carry the heavy stone they used to build with. Workers had 
to carry all of the building materials themselves. Today, many of these 
ancient Maya cities and temples are still standing. Although the cities that 
the Maya built were beautiful, and the people worked hard to build them, 
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very few of the people lived in them. Usually only the priest lived in the 
cities. The other people lived in small villages in the forest. Their houses 
were much simpler than the elaborate structure in the cities. they lived in 
small huts with no windows. The walls were made of poles covered with 
dried mad, and the roof was made of grass or leaves. Most Maya lived a 
simple life close to nature. Measuring time was important to the Maya, so 
they developed a system for measuring it accurately. Farmers needed to 
know when to plant and harvest their crops. Mayan priests made a system to 
keep track of time. They wrote numbers as dots (...) and bars (-). A dot was 
one and a bar was five The Mayan priests studied the sun, moon, stars and 
plant. They made a calendar from what they learned. 'I he year was divided 
into 18 months of 20 days each with five days left over .The Mayan calendar 
was far more accurate than the European calendars of the time. round the 
year 800,the Maya left their villages and beautiful cities, never to return, No 
one knows why this happened. They may die from an infections disease. 
They may have left became the soil could no longer grow crops. 
Archaeologists are still trying to find the lots secrets of the Maya. They are 
still one of our greatest mysteries. 
Multiple Choice Questions 
Tick the correct answer:- 
1. what is a synonym for the word achievement ? 
(a) mistakes 
(b)successes 
(c) skills 
(d)roads 
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2. The Maya lived in Mexico 
(a) only after the Spanish arrived. 
(b) At the same thne as the Spanish. 
(c) only for a few years. 
(d)Thousands of years before Spanish. 
3. May Mayan cities and temples are still standing today because 
(a) they were so well built. 
(b)they are not very old. 
(c) they have been rebuilt. 
(d) there is never any bad weather in Mexico. 
4. What is the main idea of this article? 
(a) the Mayan calendar was more accurate than the European 
calendar. 
(b) the Maya were excellent farmers. 
(c) the Maya were a culturally rich, advanced society. 
(d) the Maya cities were difficult to build. 
5. Most Maya lived 
(a) in beautiful cities. 
(b) in huts made of poles, mud, and leaves. 
(c) in caves. 
(d) in stone temples. 
6. Their houses were much simpler than the elaborate structures in the 
city. 
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What dose elaborate mean? 
(a) small 
(b) plain 
(c) fancy 
(d) old 
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APPENDIX-B 
PASSAGE FOR READING COMPREHENSION TEST-II 
Read the article "Jane Goodall " and then answer. 
Much of the information we have today about chimpanzees comes 
from the groundbreaking, long-tent research of the great 
conservationist, Jane Goodall. 
Jane Goodall was horn in London, England, on April 3, 1934. 
On her second birthday, her father gave her a toy chimpanzee named 
Jubilee. Jubilee was named after a baby chimp in the London Zoo, 
and seemed to foretell the course Jane's life would take. To this day, 
Jubilee sits in a chair in Jane's London home. From an early age, 
Jane was fascinated by animals and animal stories. By the age of 10, 
she was talking about going to Africa to live among the animals 
there. At the time, in the early 1940s, this was a radical idea because 
women did not go to Africa by themselves. 
As a young woman, Jane finished school in London, attended 
secretarial school, and then worked for a documentary filmmaker for 
a while. When a school friend invited her to visit Kenya, she worked 
as a waitress until she had earned the fare to travel there by boat. She 
was 23 years old. 
Once 	in Kenya, 	she 	met Dr. Louis Leakey, a 	famous 
paleontologist and 	anthropologist. He was impressed with 	her 
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thorough knowledge of Africa and its wildlife, and hired her to assist 
him and his wife on a fossil-hunting expedition to Olduvai Gorge. 
Dr. Leakey soon realized that Jane was the perfect person to 
complete a study he had been planning for some time. She expressed 
her interest in the idea of studying animals by living in the wild with 
them, rather than studying dead animals through paleontology. 
Dr. Leakey and Jane began planning a study of a group of 
chimpanzees who were living on the shores of Lake Tanganyika in 
Kenya. At first, the British authorities would not approve their plan. 
At the time, they thought it was too dangerous for a woman to live in 
the wilds of Africa alone. But Jane's mother, Vanne, agreed to join 
her so that she would not be alone. Finally, the authorities gave Jane 
the clearance she needed in order to go to Africa and begin her study. 
In July of 1960, Jane and her mother arrived at Gombe National 
Park in what was then called Tanganyika and is now called Tanzania. 
Jane faced many challenges as she began her work. The chimpanzees 
did not accept her right away, and it took months for them to get used 
to her presence in their territory. But she was very patient and 
remained focused on her goal. Little by little, she was able to enter 
their world. 
At first, she was able to watch the chimpanzees only from a 
great distance, using binoculars. As time passed. she was able to 
move her observation point closer to them while still using 
camouflage. Eventually, she was able to sit among them, touching, 
patting, and even feeding them. It was an amazing accomplishment 
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for Jane, and a breakthrough in the study of animals in the wild. Jane 
named all of the chimpanzees that she studied, stating in her journals 
that she felt they each had a unique personality. 
One of the first significant observations that Jane made during 
the study was that chimpanzees make and use tools, much like 
humans do, to help them get food. It was previously thought that 
humans alone used tools. Also thanks to Jane's research, we now 
know that chimps eat meat as well as plants and fruits. In many 
ways, she has helped us to see how chimpanzees and humans are 
similar. In doing so, she has made us more sympathetic toward these 
creatures, while helping us to better understand ourselves. 
The study started by Jane Goodall in 1960 is now the longest 
field study of any animal species in their natural habitat. Research 
continues to this day in Gombe and is conducted by a team of trained 
Tanzanians. 
Jane's life has included much more than just her study of the 
chimps in Tanzania. She pursued a graduate degree while still 
conducting her study, receiving her Ph.D. from Cambridge 
University in 1965. In 1984, she received the J. Paul Getty Wildlife 
Conservation Prize for "helping millions of people understand the 
importance of wildlife conservation to life on this planet." She has 
been married twice: first to a photographer and then to the director of 
National Parks. She has one son. 
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Dr. Jane Goodall is now the world's most renowned authority 
on chimpanzees, having studied their behavior for nearly 40 years. 
She has published many scientific articles, has written two books, 
and has won numerous awards for her groundbreaking work. The 
Jane Goodall Institute for Wildlife Research, Education, and 
Conservation was founded in 1977 in California but moved to the 
Washington, D.C., area in 1998. Its goal is to take the actions 
necessary to improve the environment for all living things. 
Dr. Goodall now travels extensively, giving lectures, visiting 
zoos and chimp sanctuaries, and talking to young people involved in 
environmental education. She is truly a great conservationist and an 
amazing human being. 
("Jane Goodall" by Milada Broukal, from What A Life! Stories 
o/Aina:ing People. Copyright© 2000 by Addison Wesley Longman, 
Inc. A Pearson Company.) 
Now answer the following questions. 
Q.1. This sentence is from the article. "But she was very patient and 
remained focused on her goal". What is an antonym for the word 
focused? 
(a)  Bothered 
(b)  "Tired 
(c)  Disinterested 
(d)  Concerned 
Q.2. What is the author's purpose in writing this article? 
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(f) to entertain the reader with stories about chimpanzees. 
(g) to inform the reader of the importance of wildlife conservation. 
(h) to warn the reader about the challenges of working in Africa. 
(i) to describe the work and life of Jane Goodall. 
Q.3. Write a brief summary of this article using only the main events. 
(a) Read 
(b) Think 
(c) Explain 
Q.4. Which of the following is NOT one of the reasons Dr. Leakey chose 
Jane to work with him? 
(a) She knew a lot about Africa. 
(b) She knew a lot about African wildlife. 
(c) She earned the money to travel to Africa on her own. 
(d) She was interested in studying animals in the wild. 
Q.5. Which of the following is NOT true of chimpanzees? 
(a) Chimpanzees are often comfortable with strangers right away. 
(b) Chimpanzees eat meat as well as plants and fruit. 
(c) Chimpanzees use tools to help them get food. 
(d) Different chimpanzees have different personalities. 
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Q.6. This sentence from the article. "Jane Goodall is now the world's most 
renowned authority on chimpanzees, having studies their behavior for 
nearly forty years". What does authority mean? 
(a) an intelligent person 
(b) one who studies animals 
(c) a scientist 
(d) an expert 
Q.7. How has Jane Godall's work helped us to better understand 
chimpanzees? What might happen to them in the future due to her 
work? Use examples from the article to support answer. 
(a) Read 
(b) Think 
(c) Explain 
0.8. What is the main idea of this article? 
(a) Chimpanzees are amazing creatures with unique personalities. 
(b) Jane Goodall has taught us a great deal about animal behavior and 
wildlife conservation. 
(c) Africa is full of wildlife that must be both preserved and studied. 
(d) Humans are very similar to chimpanzees and can learn a great deal by 
studying them. 
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